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ABSTRACT
The purpose of this study was to investigate the impact of three types of
mentoring experiences on the retention of first and second year public school teachers in
North Dakota. Another purpose of the study was to investigate whether differences
existed among first and second year public school teachers with regard to demographic
variables that included ethnicity, gender, years of experience, school district size, and
three different types of mentoring experiences: formal, informal, or no mentorship. The
study surveyed 159 first and second year teachers in North Dakota with regard to their
perceptions about the mentoring process they experienced.
Results of the study indicated that having a mentor in their own building or
simply having a mentor were vital sources of support. Survey respondents also strongly
agreed that gender differences between a mentor and mcntec did not pose a major barrier.
One Way Analysis of Variance was used to determine whether there were significant
differences among the mentoring conditions of the formal, informal and no mentorship
groups. The post hoc tests revealed significant differences between novice teachers in
each of the three types of mentorship experiences and between the smallest and largest
school districts included in the study.
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CHAPTER I
INTRODUCTION
Luekens, Lyter, and Fox (2004) reported results from a 2001 National Center for
Education Statistics (NCES) teacher follow-up survey which found that almost one third
of new teachers leave the teaching profession w ithin the first three years o f teaching and
nearly one-half leave after five years. Smith and Ingersoll (2004) wrote that the teaching
profession has long held high attrition rates among new teachers. In another study.
Darling-Hammond and Sykes (2003) wrote that 30% of teachers leave within five years,
and there is a much higher attrition rate for new teachers that enter the profession with
less preparation and do not receive mentoring. These figures suggest that approximately
2.4 million new teachers will be needed within the next decade. Hussar ( 1999) calculated
several scenarios and predicted tiiat America will need between 1.7 to 2.7 million newpublic school teachers by 2008-2009 to replace educators leaving the profession and as
student enrollments increase.
Considering the cost of recruitment, interviewing applicants, and hiring qualified
instructors, administrators spend more time than necessary on the process of replacing
teachers who leave. The replacement cost of new teachers who leave the profession found
it to be $8,000 to S4S.000 per teacher depending on whether student learning costs were
included (Benner. 2000). Therefore, even conservative estimates o f the cost of teachers
who leave teaching could cost billions of dollars each school year. O f those leaving
1

teaching, the NCES survey found that 38% attributed it to dissatisfaction with
administrative support and 32% did so because of the workplace conditions ("Support
New Teachers,” 2005). Teacher attrition also impacts the level of academic achievement.
Most disheartening is the fact that talented, idealistic and energetic teachers leave the
profession before fulfilling their potential (“Support New Teachers.” 2005). Teachers
enter the profession attempting to make a difference in the lives of the children they
teach, but soon “begin to feel a sense o f isolation and disenchantment that discourages
them from staying” (Support New Teachers, 2005, p. 2). A Texas study focusing on
teacher recruitment and retention found that 19% o f new teachers left after the first year
of teaching “primarily because they fail to get badly needed professional support” (Texas
Center for Educational Research, 1999, p. 3). Billingsley, Carlson and Klein (2004)
studied beginning special education teachers and wrote that their attrition rate could be as
high as 50%. In an earlier longitudinal study of over 6,600 teachers. Singer (1992)
reported that by the end of the fifth year of teaching 43% o f new special education hires
were no longer teaching.
Teaching is one of a small minority o f professions that require novices to have the
same responsibilities as veteran practitioners (Danielson. 1996). Therefore, rookie
teachers get the most challenging students in some schools along with the most
preparations, have limited or inadequate resources, and are itinerant or have the worst
rooms. The thoughts of first year teachers of success turn through the course of the year
from success to self-preservation or simply survival (Schmidt, 2005).
Rcnard (2003) described the horror story of a first year teacher who was
overwhelmed by the amount of work and time required to merely survive the initial year
2

o f teaching. Trying to juggle the day to day responsibility of managing students,
maintaining current records of students, differentiating the curriculum, responding to
parents’ concerns, sitting on four different committees, and participating in special
education meetings with no prior expertise to draw upon left the novice teacher frayed.
As a result, the teacher was left exhausted, disillusioned and fed up by the end of the
school year and decided that teaching was “an impossible and unrewarding job”
(Renard, 2003, p. 2).
Schools have a pecking order. Veteran teachers feel they have paid their dues and
believe that new teachers must also. But surviving the first year o f teaching should not be
seen as a badge of honor or rite of passage. Such thinking should change if teacher
quality and retention are to be improved (Renard, 2003).
This type o f introduction to the world of education is akin to a “profession that
eats its young” (Halford, 1998, p. 2). “Indeed, critics have long assailed teaching as an
occupation that ‘cannibalizes its young’ and in which the initiation of new teachers is
akin to a ‘sink or swim,’ ‘trial by fire,' or ‘boot camp’ experience” (Smith & Ingcrsoll,
2004, p. 682). When new hires are expected by administrators to hit the ground running
and accomplish what has taken veteran teachers years to master, they set them up for
failure. Major concerns o f many first year teachers were management and motivation of
students, differentiation o f instruction, assessment and evaluation of the learning process
and being able to work effectively with parents (Britton, Paine, & Raizen, 1999). First
year teachers arc left with feelings of being “alone, isolated, and overwhelmed”
(Renard. 2003, p. 2).

3

It is vital to mentor new teachers. Gilles and Wilson (2004) believe that
mentorship is a key to successful induction of new teachers into the profession. Allen
(2000) stated that new teachers arc not finished products and expecting them to function
at the level o f a seasoned veteran teacher is quite unrealistic. Thus it should not be
surprising at all if rookie teachers feel “demoralized and dispirited, anxious about their
efficacy and their capacity to cope" (Scott, 1995, p. 96)
Renard (2003) wrote that if the educational community is serious about keeping
new teachers past the first three years and developing them into effective educators, then
the profession needs to carefully examine what it is that is expected of them in the first
year and adjust their teaching and work loads accordingly to “set them up for success
rather than failure” (p. 5). Only then teaching can become a “profession that nurtures its
yo’rng” (Renard, 2003, p. 5).
Quality mentoring plans that are implemented effectively and methodically have
the potential to positively impact the teaching profession (Playko, 1995). According to
Coleman (1997), a quality mentoring program contains six components. First of all, the
program must meet the training, development, social and psychological needs of the
teacher. Second, it must be part of a district wide approach to supporting all of the staff.
Third, it needs to be systematic, planned, and include connections to specific staff, and
incorporate observations and feedback. Fourth, it must incorporate reflection on practice
with a mentor. Fifth, it must allow the staff to become valued and participating members
who contribute to the school. Finally, it must lay the foundation for a long lasting
professional career.

4

The purpose of mentoring is described as being one that “helps new staff achieve
competence quickly through, having the necessary knowledge, support, and guidance to
carry his or her duties effectively within a system that provides a foundation for furthei
development” (Early & Kinder, 1994, pp. 117-118). Similarly, Coleman (1997)
emphasized the importance of socializing to counter and understand feelings of
uncertainty, isolation, and insecurity and described five elements o f the socialization
process as being 1) accepting the reality of the organization, 2) dealing with resistance to
change, 3) coping with the amount o f organization needed, 4) understanding what is
valued and rewarded in the school, and 5) finding your own place in the organization.
Like Coleman, Danielson (1996) described a mentoring framework consisting of
four domains 1) planning and preparation, 2) classroom environment, 3) instruction, and
4) professional responsibilities whereas the mentor teacher guides the novice teacher
through an induction program based on a self assessment of the individual needs of the
beginning teacher. She wrote that usually the first domain that needed to be mastered is
the classroom environment in order to create “an environment of respect and rapport,
developing a culture for learning, managing student behavior, and making physical
arrangements” along with developing classroom procedures in order to free up their
energy to focus on instruction (Danielson, 1996, pp 55-56).
In response to the problems faced by new teachers, the National Association of
Secondary Principals (NASSP) which developed a four phase time line for the induction
of first year teachers. Phase I would begin in the summer and concentrate on orienting
new teachers to the school, district and community. Phase II would occur the week before
school began and would focus on procedures and identification of support personnel.
5

During the first Semester, Phase III would include daily contacts between the mentor and
the beginning teacher to review the practical aspects of teaching. Phase IV would take
place during the second semester and would emphasize a more theoretical approach to
teaching (Rcborc, 2004).
There is “no need for the new teachcr[s] in a school to begin their journey
unaccompanied” in that staff are most happy and achieve more when their own values are
similar with those around them (Fabian & Simpson, 2002, p. 124). Therefore, the
challenge is for the mentor teacher to help the beginning teacher to experience a
sufficient amount of rewards in the daily course of teaching to continue along the path
toward becoming an accomplished teacher (Danielson, 1996).
Mentoring and Teacher Licensure
The North Dakota Century Code Section 15.1-13-08 (2007) grants authority to the
Education Standards and Practices Board (ESPB) to supervise the licensing of teachers,
set standards and approve teacher preparation programs in the State of North Dakota.
NDCC section 15.1-13-10 instructs the f'SPB to establish criteria for issuing teaching
licenses. Character, educational preparation, and general fitness to teach arc the three
major criteria cited. O f the 16 different educator licenses issued by ESPB, none of them
require a mentoring component, nor is mentoring listed as a requirement in order to
receive initial certification in North Dakota. However, ESPB has in the past provided
professional development training and stipends for teachers interested in mentoring new
teachers. In 2007, no mentoring program was supported by ESPB due to an end of grant
funding in September, 2006. Instead, individual school districts in the state were left to
determine whether to provide a mentoring program for their new teachers.
6

Purpose of the Study
The purpose of this study was to investigate the impact of three types of
mentoring experiences on the retention of first and second year public school teachers in
North Dakota. Another purpose of the study was to investigate whether differences
existed among first and second year public school teachers with regard to demographic
variables that included ethnicity, gender, years of experience, school district size, and
three different types of mentoring experiences: formal, informal, or no mentorship. The
Mentorship Assessment Profile survey instrument developed by Pcirisky (2004) in her
research on administrative mentorships in Texas was adapted for use with first and
second year teachers in North Dakota with her permission (Appendix C). Thus, this study
is not a replication; rather, it extends the research by examining the perceptions that first
and second year teachers in North Dakota have with regard to mentoring and retention.
Research Questions
The research questions for this study were:
1. What type of mentorship (formal, informal, no mentorship) most impacts the
retention o f first and second year teachers in public schools in North Dakota?
2. Mow do mentorships impact the retention of first and second year public
school teachers in North Dakota?
3. Do selected demographic variables (ethnicity and gender) impact the success
of particular types of mentorship programs?
4. Do differences exist among the selected demographic variables (ethnicity,
gender, years of experience, school district size, and mentoring experience) on
the impact of mentorships?
7

Significance of the Study
Teaching is a challenging, rewarding complex career as “a teacher can make over
3,000 nontrivial decisions daily” (Danielson, 1996, p. 2). Moreover, novice teachers are
expected to be effective educators without the benefit of the years of experience that
seasoned veterans possess. Replacement of teachers lost through attrition in terms of
costs to a school district can be in the thousands of dollars per new hire (Benner, 2000).
Gagcn and Bowie (2005) wrote that too much time and money is spent on training new
hires that leave teaching before developing into the experienced professionals that school
districts need. The significance of this study was that it determines the relationship
between different types o f mentoring programs and the ascribed characteristics of first
and second year teachers and retention rates. Currently there have been few studies that
have identified components that lead to the successful retention ol teachers new to the
profession specifically in North Dakota. The identification of mentoring programs for
first and second year teachers that are successful provides important information for
educational leaders in North Dakota with regard to improving retention rates and
developing and continuing effective mentoring programs in their respective school
districts.
According to Benner (2000) teacher turnover can be reduced when an
experienced team consisting o f a mentor teacher, administrator and a college professor
work together to support first year teachers. Rebore (2004) maintains that a significant
amount o f learning will occur during the induction process on the part of a first year
teacher and should be considered as part of the continuation of a teacher’s professional
development. Professional development practices that arc supportive of mentoring new
8

teachers may lead to more consistent teaching practices within a building or district
where educators network with their colleagues, are all on the same page, and work as a
team.
Delimitation
The delimitation of this study is:
1. The study examined only public school K-12 first and second year teachers
and mentoring programs in North Dakota school districts.
Definition o f Terms
The following definitions were used in this study:
•

Induction is defined as “the process of introducing the employee to the
organization and the organization to the employee” (Dunham, 1995 p.
117). This process begins immediately at the time o f hiring and is a means
of providing important “knowledge, support, and guidance” in order to
effectively carry out the assigned duties (Dunham, 1995, p. 117).

•

Mentoring is described as “the pairing of an experienced teacher with a
beginning teacher” in order to provide encouragement and support to the
beginning teacher (Rebore, 2004, p. 154). “Mentoring is the personal
guidance provided, usually by seasoned veterans, to beginning teachers in
school” (Smith & Ingersoll, 2004, p. 683). The terms induction and
mentoring arc often used interchangeably (Smith & Ingersoll, 2004).

Mentoring and induction arc often used interchangeably to describe many of the
same steps used to introduce and develop new teachers. For the purpose of this paper:
•

Induction is considered the first step in the process of mentoring new teachers.
9

•

Mentoring is defined as being a process where inexperienced and unacclimatcd
teachers become oriented to and effective in their new positions.

•

A form al mentorship is defined as one that is required by the school district in
which the teacher has a contract. Often the mentor is matched by subject or gradelevel by the building administrator.

•

An informal mentorship is defined as one that is not mandatory, but can be
chosen by the mentor or by the teacher being mentored.

•

No mentorship is defined as lack of a formal or informal mentorship program in
the school district in which the teacher has a contract.

•

Impact is used as verb that means “to have an effect” on (American I leritage
College Dictionary, 2004, p. 695).

•

Selected demographic variables are ethnicity, gender, number of years of
teaching experience, school district size, and type of mentorship (formal,
informal, or no mentorship).
Organization of the Study
This research study is organized inti) live chapters. In Chapter I an introduction to

the study is provided. A discussion of the literature related to the topics of mentoring and
retention is found in Chapter II. The research design and methodology of the study arc
delineated in Chapter III. The instrument used to gather the data, the procedures followed,
and determination of the sample selection for study are described. In Chapter IV an
analysis of the data and the findings o f this study in narrative and tabular form arc
presented. Finally, Chapter V includes a summary discussion o f the findings and

10

recommendations of the study. The study will conclude with a bibliography and
appendices.

CHAPTER H
REVIEW OF LITERATURE
Overview o f Mentoring - Origins
The origin of mentoring can be traced back 3000 years to Greek mythology.
Athena, the Goddess of Wisdom, disguised herself as Mentor, a man, who then became a
surrogate parent to Telcmachus, the son of King Odysseus. While Odysseus was off
fighting in the Trojan War, Mentor nurtured and guided Telcmachus who later became
the king of Ithaca (Hayes, 2005) Mentor taught Telcmachus ways of thinking and acting
for himself (Crow & Matthews, 1998), tactfully allowing Telcmachus to make his own
mistakes and to learn from them without becoming rebellious (Smith, 2005).
The mentoring process appears many times in the literature. For example in the
Holy Bible (1962), Abraham provided wisdom when he mentored Lot, Moses mentored
Joseph, Naomi mentored Ruth, and Jesus mentored his disciples. Each mentor played an
important role in their mcntce’s life. Similarly, Plato (1956) mentioned mentoring in The
Republic when he told those who have torches that they should pass them on to others.
More recently. Stamps (2005) uTote that mentors pass the torch to the next generation.
Stamps continues by describing a mentor as being “a wise and trusted counselor who
freely stewards another. A protege or ‘mentee' is a person under the patronage or
protection of some interested in his/her career or welfare” (Stamps, 2005. p. 39). Evans
(2000) wrote that early on in the history of the United States “mentoring was a major
12

thread in the fabric of American business. Young workers were selected and trained
through apprenticeship. Their advancement depended on individual performance and was
often the result o f strong sponsorship by the apprentice's trainer or supervisor” (p. 2).
Ledford, Peel, Good, Greene, and O’Connor (2006) reported that the term mentor has
been often used synonymously for other terms such as coach, guide, facilitator, peer
advisor, role model and sponsor.
Traditionally, mentoring has been viewed as a relationship between a beginner
and an expert, one that supports the novice’s socialization and job success (I laves, 2005).
Other researchers agree that mentoring provides a way for organizations to share
knowledge and increase understanding (Allen, Russell, & Mactzkc, 1997;
Mcssmer, 1998; Scandura, 1998). A mentee seeks out someone who has wisdom and
experience to help with the lessons of life. Mentors in turn guide, encourage, listen to and
assist the mentee in reaching their potential. Good mentors give beginning educators
guidance and support needed during the first years o f teaching (Smith, 2005).
Overview of Motivation Theory
Retaining good employees in an organization is generally accepted as a good
practice. However, organizations do not necessarily always provide a structure that
enables and encourages employees to stay. Turnover rates among companies vary from
very low to quite high. The question is what do organizations do differently to create such
a disparity in retention rates? Sound practices and strategics that arc based on theory may
help explain why employees stay or decide to leave an organization. Ramlall (2004)
states employee motivation has an effect on an organization's ability to retain personnel.

13

The purpose of this section is to briefly discuss motivation theory determining how it can
be applied to the topic of employee retention in the workplace.
Motivation Theory and Retention
Robbins (1993) defines motivation as being the “willingness to exert high levels
of effort toward organizational goals, conditioned by the effort’s ability to satisfy some
individual need’’ (p. 206). An unmet need creates a tension that creates a driven
individual. This drive creates behaviors that seek to satisfy and reduce the tension. The
implication is that employees that are motivated are in a state of tension and they exert
effort or energy to ameliorate that tension (Robbins, 1993).
Theorists disagree on where the energy comes from and which particular need is
thought to be fulfilled; however, most agree that motivated employees possess a desire
and an ability to act and have an objective (Randall, 2004). Kretincr and Kinicki (1998)
state that there arc five methods of explaining behavior that underlie the development of
modem motivation theories: need, cognition, reinforcement, job characteristics, and
feelings/emotions. Although there are numerous theories of motivation, Ramlall (2004)
suggests that four motivational theories-(l) need, (2) equity, (3) expectancy, and (4) job
design-are most important with regard to organizational employee retention. These four
motivational theories are discussed more in depth in the following sections.
Need Theory
Perhaps the best known need theory is Maslow's (1943) hierarchy of needs. He
believed there are five levels of basic needs: physiological (food, shelter, and clothing),
safety (economic, psychological and physical), love, esteem, and self-actualization. He
maintains, that as a whole, humans are unendingly a wanting group. They arc never
14

totally satisfied. Essentially tilings could always he better. People arc most often either
partly satisfied or partly unsatisfied. All of their wants are motivated by their craving to
attain or preserve conditions that support these basic needs. A working climate that fails
to provide for these needs could in theory raise the level of employee frustration, lower
job performance, and create a sense of isolation within the working environment.
Therefore, the recommendation for organizational leaders and managers is to develop and
implement programs and practices that satisfy the present and future needs of their
employees. Managers need to create a proper work environment, provide support
programs and focus groups to deal with stress during challenging time as well as taking
time to recognize the needs of their employees. “Failure to provide such a climate would
theoretically increase employee frustration and could result in poorer performance, lower
job satisfaction, and increased withdrawal from the organization” (Steers & Porter, 1983,
p. 32). Some ideas may be cost effective and easy to put into practice, while others can be
more expensive and complicated to implement. Managers are perceived to be more
considerate, supportive, and interested in the workers’ welfare if they incorporate
strategies to meet these needs (Champagne & McAfee, 1989).
Equity Theory
Two parts of equity theory are output and input ratios that are relative to the
worker in relation to other workers. If there is an imbalance then tension is created
(Robbins, 1993). Three main assumptions determine this tension. Carrcll and Dittrich,
(1978) wrote that, at first, people develop beliefs about what is a fair reimbursement for
their contribution to their jobs. Secondly, they assumed that people compare what they
receive with what other employees receive. Third, when people believe they have not
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been treated equitably, relative to what others receive, they become motivated to take
appropriate action. This could range from slowing down or increasing of an employee's
effort in the workplace setting, or simply quitting and seeking employment elsewhere.
Therefore, the challenge for organizations is to create reward systems that employees
deem fair and equitable. As a result, the reward system will be in balance with their
beliefs about their organizational values. Thus, tension in the workplace will be reduced.
Expectancy Theory
Motivation is a combination o f a person's perception of efforts leading to
performance and o f a perceived desirability of an outcome resulting from the
performance (Vroom. 1964). Vroom (1964) described three mental components that
begin and direct behavior. They arc called Valence, Instrumentality and Expectancy and
are commonly referred to as the VIE theory. Valence is described as the emotions people
have based on outcomes. Instrumentality is the possibility that one outcome is linked to
another outcome. Expectancy refers to how strong a person’s belief is that a particular
outcome is possible (Vroom. 1964). A simplified model w'ould begin with individual
effort that leads to individual performance. This in turn leads to organizational rewards
and then to the attainment of individual goals (Robbins, 1993). Applying this to an
organization, an employee’s work efforts result in direct or indirect outcomes such as a
pay increase or a job promotion. Essentially the individual expects to gel more from
increased performance.
Job Design
This theory is based on the premise that the task itself is the key to employee
motivation (Ramlall, 2004). Boring jobs stifle the motivation to do well while
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challenging jobs enhance it. Incorporating variety, autonomy, and decision authority are
three ways to -dd challenge to a job. Her/.bcrg (1966) surveyed 200 engineers and
accountants. He found that the factors that led to job satisfaction were distinctly different
from those that lead to job dissatisfaction. The implication for organizations is that by
simply eliminating factors leading to job dissatisfaction, a manager does not necessarily
increase employee motivation. Hinder (1984) proposed that jobs should be designed to be
satisfying and motivating and work must be seen as being meaningful and thus more
intrinsically motivating (Hackman & Oldham, 1980).
Eight critical factors included in motivational theory are the needs o f the
employee, work environment, responsibilities, supervision, fairness and equity,
employee, development and feedback (Randall, 2004). The literature on retention
suggests that all eight factors are major ingredients that affect employee retention.
Accordingly, organizations that embrace and develop jobs for employees based on
motivational theory should have lower turnover rates than those who only incorporate a
few o f the factors or none at all.
Types o f Mentoring Programs
Since the 1980s teacher induction programs have begun to help new teachers by
assigning veteran teachers to he mentors in a school’s philosophy, culture, values, and
behavioral expectations to new hires (Little, 1990). The structure and availability of
formal mentoring programs varies between states and school districts (Weiss & Weiss,
1999; Sclar. & Darling-Hammond, 1992). Smith and Ingcrsoll (2004) wrote that duration
and intensity arc important variations in mentoring programs. The programs can consist
of a single orientation session at the beginning of the year to a very structured program
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that extends over several years. Gold (1996) wrote that the amount ol'support and
instruction impacted new teachers’ perceptions with regard to the profession as uell as
their classroom performance. Frequency and quality of support were important factors
that contributed to beginning teacher success (Andrews & Andrews. 1998).
Selection of Mentors
A key to successful mentoring programs is the selection of good mentors. The
selection of mentors for beginning teachers should be based on a set of predetermined
criteria and not by who is available or by randomly choosing any teacher (Blank &
Sindelar, 1992; Ganscr, 1995; Mills, Moore, & Keene, 2001; Smith & Ingcrsoll, 2004).
According to Blank and Sindelar (1992) mentors should be excellent teachers, possess
excellent classroom management skills, are organized, cultivate a positive classroom
learning environment, and reflective of their own practice. Secondly, mentors should be
considered team players. They have a positive attitude with regard to the entire school
community-students, parents, teachers, and administration-and are level headed.
Mentors should be in the same subject and grade area as the mcntec and match
professionally in order to professionally development and foster the new teacher’s
teaching practices (Blank & Sindelar, 1992; Ganser, 1995; Smith & Ingcrsoll, 2004).
Both should have similar schedules and teaching assignments, but do not need to be
identical. They should have similar philosophies about teaching, learning, and children.
Too large o f a difference between what the mentor and mentee teach can become very
problematic as the emphasis shifts from just making it through the day to focusing on
curriculum and instruction as the year progresses.
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Another criteria is that mentors should he chosen by the principal (Blank Ac
Sindelar, 1992). The principal invites teachers that lit the above criteria to contribute to
the professional development of the staff. However, Ganser (1995) cautioned that
selection o f mentors should not be limited to only master teachers as there may limit the
pool o f teachers that could be successful mentors and the sorting process could result in
divisive sorting process.
Mills, Moore, and Keene (2001) also wrote that mentors should be selected that
best fit the personalities, talents, and needs of the mcntce. In their study, it was noted that
one district had the mentor and mentee complete an assessment to determine personality
compatibility, ideology, and temperament, thus providing the mentor with an
understanding o f the individual needs o f the mcntce. It also gave the mentee a sense of
camaraderie.
Blank and Sindelar (1992) argued that in selecting an appropriate matching
mentor for the mcntce, the mentor should possess a strong pedagogical knowledge, a
desire to share their accumulated knowledge with new teachers, be respected by their
peers and subordinates, trustworthy, confident, flexible, secure in themselves, and
sensitive to the needs of those around them. Primarily the purpose o f the mentor is to
promote the mentcc's professional practice and personal growth.
Smith & Ingcrsoll (2004) studied mentoring programs using School and Staffing
Survey (SASS) data from the National Center for Education Statistics (NCES) and found
certain factors to be effective in reducing the attrition of beginning teachers. Mentors in
the same field as the mcntces, common planning times, collaboration in instruction, and
having an external network o f teachers were found to reduce new teacher turnover.
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Feist-I’rice (1994) wrote that cross gender mentoring works within limits.
Effective mentoring programs recognize and anticipate potential conflicts and pitfalls
with regard to stereotypes, limitations of role models, romance, public scrutiny of alter
w'ork social activities, and resentment of peers-particularly for women with male
mentors. Kram ( 1985) described stereotypical behavior as being traditional roles learned
in the past that can put constraints on behavior and diminish the effectiveness of the
mentoring relationship. Role models may also make it harder for one gender to empathize
with and recognize the appropriateness o f certain behaviors in that a concern “about the
appropriateness o f a particular behavior may appear unwarranted to the male mentor who
does not understand that what works for a man may not work for a woman” (Kram, 1985,
p. 107) . Schwicbert, Deck, Bradshaw, Scott, and I larpcr (1999) wrote that a perception
of romance can be as damaging as the actual thing to the mentor and mentec relationship.
The mentoring coordinator for the North Dakota Education Standards and Practices
Board noted that if the mentor and mentee match was not working, it needed to be ended
as soon as possible and a different mentor should be found to continue the process
(L. Marcusen, personal communication, August 3, 2004).
The success of mentoring programs was found to be dependent on the quality of
training given to the mentors (Darling-1 lammond, 2004; Feiman-Ncmscr, 1996;
Ganser & Koskcla, 1997). Gagen and Bowie (2005) reported that training of mentors
through workshops increased the quality of the mentors and resulted in them being better
able to communicate with novice teachers. Since the vocabulary used by teacher
preparation programs changes over time, mentors found that they were not effectively
communicating with their mentees even though they were verbalizing the same ideas and
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concepts. Furthermore, mentors should be experienced professionals of the same
discipline or similar teaching position as the educator they are mentoring. In order for
mentoring programs to be successful, there must be adequate resources, training and
release time for both the mentors and beginning teachers (Berg, Donaldson, & Johnson,
2005).
Mentor and mentee political literacy was studied by Achinstcin (2006). She
reported that often new teachers are unprepared for the political landscape of schools.
Three domains were identified in her study as critical to mentors’ understanding in order
for them to pass that knowledge along to their mentccs includes: (1) ability to read the
organizational and political system, (2) navigate the challenges o f the organization, and
(3) advocate for change. A good mentor possessed a knowledge base that included
understanding the organizational and political system, the school culture and systems,
political processes, and the ability to identify the key players. Diplomatically navigating
the challenges of the organization skillfully in problematic situations through the use of
communication and developing good relationships with key players, earning respect, and
ability to assemble resources were found to be important for a mentor to possess. The
third domain, advocating for change, included the ability on the part o f the mentor to
develop self-advocacy in novice teachers and how to make change happen through
working with key stakeholders.
The National Commission on Teaching and America’s Future (1996) reported that
beginning teachers who were mentored were more effective in their early years, because
they learned through guided practice rather than from trial and error. They also were able
to focus on student learning sooner and left teaching at a lower rate than those beginning
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teachers ihat were not mentored. Mentoring programs that included ongoing feedback
and collaborative environment were shown to be more valuable in reducing attrition of
new teachers (Weiss & Weiss, 1999).
Reed, Reuben, and Barbdir (2006) studied the retention of teachers in California.
They found that 13% of new teachers in public schools left teaching by the end of their
second year and 22% left by the end of the fourth year. Thus a quarter of new hires each
year simply replaced those who left teaching. Their study also concluded that
experienced teachers were more effective than novice teachers in raising the average
student test score and that a decline in student achievement was associated with an
increase in the number of new inexperienced teachers. As a result of the implementation
o f a Beginning Teacher Support and Assessment (BTSA) program, elementary teacher
retention increased by 26%. The BTSA program recognized that new teachers faced
formidable challenges ranging from managing a full class load, creating new lesson
plans, managing a classroom, reaching challenging students, stopping fights, and learning
how to effectively communicate with parents, principals, and other teachers. They
concluded that teacher development (mentoring) programs aimed at supporting beginning
teachers were a cost effective way to increase teacher retention.
A study of Chicago Public Schools elementary and high school beginning
teachers found that high levels of mentoring and support for new hires greatly improved
their retention rate (“Keeping New Teachers”, 2007). The researchers found that through
intensive contextual induction (mentoring and support) novice teachers had a two to four
times better beginning teaching experiences than peer teachers that received weak
support and mentoring. The good experiences encouraged ihcm to continue in the
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profession. Similarly, Ingersoll and Smith (2004) wrote that new teachers that were in
mentoring programs that included support, guidance and orientation were less likely to
move to other schools or leave the teaching profession after their first year.
The business sector has also focused on the effect of mentoring on organizational
knowledge. KranTs (1985) qualitative study of mentoring defined roles and stages in the
process. She described the four predictable phases of a mentoring relationship as
initiation, cultivation, separation, and redefinition. The duration of each phase varied but
on the average each lasted five years. Initiation was when the mentor is admired and
respected for the ability to provide support and guidance and concrete positive
expectations emerged. Cultivation occurred when the positive expectations are tested
against reality and the relationship shifts from a one-way helping to one of more mutual
exchanges. This phase had the least amount of uncertainty and conflict. The third phase,
separation, took place when the cultivation stage ended and the mcntcc experienced more
independence and autonomy as the mentoring process becomes less of a central part at
the workplace. Separation was both psychological and structural. The final phase,
redefinition, evolved when the stress of separation lessened and the relationship took on
new meaning and roles.
Kram (1985) also addressed five misconceptions about mentoring: (1) the main
beneficiary is the mentec, (2) the mentoring relationship is always positive, (3) mentoring
looks the same in all work situations, (4) mentoring is available to everyone who wants it,
and (5) finding a mentor is the key component to personal growth and career
advancement. As a result of her seminal study, over 60 articles followed exploring
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mentoring in the business world further defining mentoring roles and types, antecedents
for mentoring, and mentoring outcomes (Scott. 1995).
Mutchler (2000) wrote that professional development of teachers also occurred in
stages. Feiman-Ncmser and Remillard (1995) stated that the three stage process leading
to expertise in teaching took five to seven years compared to almost 20 years on average
described in Kram’s (1985) study. The initial stage was o f survival and discovery,
followed by a period of experimentation and consolidation and concluding with mastery
and stabilization where teaching competency is achieved.
Mutchler (2000) also wrote that there is an “urgency to attend to the needs of new
teachers beyond the informal attention that individual teachers and schools have always
paid. It has become clear that successful hiring practices are only part of the answer to
teacher shortage. School and district leaders need sound strategics for ensuring beginning
teachers’ successful transition to the classroom and school and then retention beyond the
First few years” (p. 2).
Components of Mentoring
Billingsley, Carlson and Klein (2004) wrote that mentoring programs should be
built around the premise that beginning teachers need support to learn to teach no matter
the level of preparation they had as a college student. Since all teacher preparation
programs are not the same and preservice teachers have differing student teaching
experiences, support for new hires should encompass a range of goals that include
facilitating teacher learning, growth, and achievement of their students; reduction in the
amount of stress that beginning teachers experience; and taking steps to improve their
retention (Feiman-Nemscr, 1996; Gold, 1996). Mentoring programs should be designed
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to capitalize on beginning teachers’ strengths instead of focusing on fixing their
weaknesses, and the process should be expanded into the second year of teaching
eventually supporting all teachers (Weiss, 1999). Sclan and Darling-IIamrnond (1 002)
observed that states and districts that have implemented mentoring and professional
development programs that in essence tell novice teachers to teach better, they do not
support or encourage them to grow professionally. In reality these top down narrowly
focused mandates only reinforce the belief that teachers are uninvolved and ineffective
and perpetuate a sense of powcrlessness on the part of the teacher. This in turn breeds a
workplace environment for new hires that is frustrating and lacks respect for the
profession and then quickly becomes demoralizing and eventually leads to high attrition
among beginning teachers.
The National Center for Research on Teacher Learning (2000) conducted a five
year study and found four important issues that were of importance when creating
successful {C-12 mentoring programs. They are:
•

For mentoring to contribute to educational reform, it must be connected to a
vision of good teaching.

•

For mentoring to be effective, it must be informed by an understanding of
learning to teach.

•

Mentoring is more than a social role; it is also a professional practice.

•

Mentors need time to mentor and opportunities to learn to mentor, (p. 3)

As Mutchlcr (2000) put it, “Mentoring is affected by the professional culture of
the school and broader policies and values" (p. 7). She wrote that there is a correlation
between certain types of organizational behavior, such as instructional leadership, and
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student success. Presently, research is focused on the relationship between the quality of
student learning and the school environment, and the relationship between the sehool
culture and the type o f teaching that occurs there.
Wong (2004) wrote that although no two successful mentoring programs are
exactly alike, they do typically contain the following common components:
•

Begin with an initial 4 or 5 days of induction before school starts

•

Offer a continuum of professional development through systematic
training over a period of 2 or 3 years

•

Provide study groups in which new teachers can network and build
support, commitment, and leadership in a learning community

•

Incorporate a strong sense of administrative support

•

Integrate a mentoring component into the induction process

•

Present a structure for modeling effective teaching during inscrvices and
mentoring

•

Provide opportunities for inductees to visit demonstration classrooms, (p. 48)

Gold (1996) outlined two categories of systematic assistance for beginning
teachers: psychological support and instructional-related support. It is essential to
psychologically support beginning teachers because it helps them develop confidence,
deal with stress, and become more self-reliant. In addition, instructional support helps
teachers to develop a knowledge and skills base from which to grow into effective
teachers. Bowers and Ebcrhart (1988) wrote that “teaching is first and foremost an
interpersonal activity and yet many staff development programs are planned to meet only
institutional needs” and overlooks the collegia! support, feedback and assistance so
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important to professional growth o f beginning teachers (p. 22 7 ). They a d d e d that
mentoring was an underused yet powerful form of staff development that fostered
interaction with peers and professional growth of novice teachers.
Coleman (1997) proposed six components to an effective induction and mentoring
program. First, the program must meet the training, development, social and
psychological needs of the teacher. Second, it must be part of a district wide approach to
supporting all of the staff. Third, it needs to be systematic, planned, and include
connections to specific staff, incorporate observations and feedback. Fourth, it must
incorporate reflection on practice with a mentor. Fifth, it must allow the staff to become
valued and participating members who contribute to the school. Finally, it must lay the
foundation for a long lasting professional career. Early and Kinder (1994) added the
purpose of mentoring as being one that “helps new staff achieve competence quickly
through having the necessary knowledge, support, and guidance to carry his or her duties
effectively within a system that provides a foundation for further development”
(pp. 117-118).
Coleman (1997) also emphasized the importance of socializing to counter and
understand feelings o f uncertainty, isolation, and insecurity. Billingsley, Carlson, and
Klein (2004) wrote that particular problems that the novice teachers repeatedly
mentioned were that they fell that they were not included in the school’s decision making
processes and they had principals that did not understand what they as teachers did.
Teachers who experienced this were more susceptible to stress and job dissatisfaction.
Danielson (1996) also described a framework of four domains that was initially
mentioned in Chapter I. In a more in depth explanation of the framework, the mentor
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teacher guides the novice teacher through an induction program based on a sell
assessment of the individual needs of the beginning teacher. Domain I, Planning and
Preparation, included demonstrating knowledge in the areas of content and pedagogy,
knowledge of students; selecting instructional goals, demonstrating knowledge of
resources, designing coherent instruction and assessing student learning. The Classroom
Environment, the second domain, consisted of creating an environment o f respect and
rapport, establishing a culture for learning, managing classroom procedures, managing
student behavior, and organizing physical space. Domain 3, Instruction, encompassed
communicating clearly and accurately, using questioning and discussion techniques,
engaging students in learning, providing feedback to students, and demonstrating
flexibility and responsiveness. Domain 4, Professional Responsibilities, components were
reflecting on teaching, maintaining accurate records, communicating with families,
contributing to the school and district, growing and developing professionally, and
showing professionalism.
Danielson (1996) further stated that the purpose o f her professional practice
framework was far ranging from helping novice teachers to enhancing veteran educators'
skills. It provided a road map or a structure that embodied a shared understanding of
teaching. Other professions including accounting, architecture, medicine and others have
codified their own definitions of expertise and “a framework of professional practice is
not unique to education” (Danielson, 1996, p. 2).
Fabian and Simpson (2002) stated that there was “no need for the new tcachcr[s]
in a school to begin their journey unaccompanied” (p. 124). They noted that staff were
most happy and achieved more when their own values were similar \ ith those around
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them. Danielson’s (1996) framework formed the basis of the instruction for mentors and
mentees in an Education Standards and Practices Board Mentoring Program in the state
of North Dakota.
The National Association of Secondary Principals (NASSP) developed a four
phase time line for the induction of first year teachers. Phase I would begin in the
summer and concentrates on orienting new teachers to the school, district and the
surrounding community. Phase II would begin the week before school would start and
focus on procedures and identification of the new teacher’s support personnel. During the
first semester, Phase III would consist of daily contacts between the mentor and the
beginning teacher to review the practical aspects of teaching that would include preparing
lesson plans, grading, testing and classroom management techniques. Phase IV would
take place during the second semester and would focus on a more theoretical approach to
teaching that included self evaluation and verbalization of a personal philosophy of
education (Rebore, 2004).
Stamps (2005) wrote that the mentoring process goes through four stages. In stage
one the mentor and mentce meet and get to know each other, and establish expectations
from the relationship. Stage two determines what will be accomplished during the
mentoring process. Trust, respect, and goals are defined. During the third stage, the
longest, mentoring goals arc achieved and feedback and assessment occur. The final and
fourth stage is when the mentor and mentoring relationship concludes.
Olcbe (2005) wrote that mentoring or induction programs could be “broadly
characterized as professional education and development tailored for teachers in their
first and second years of teaching” (p. 159). She added that these programs varied
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markedly across America, but all contained three hallmarks: (1) individualized teacher
support, or mentoring of new teachers characterized by classroom visitations and
observations, reflection and formal assessments, (2) professional development activities
such as conferences, working in a collaborative network with other teachers, and graduate
level coursework, and (3) employer-sponsored programs that include orientation sessions,
safety and health training, and policy and procedural meetings.
“The keys to helping novice teachers to thrive in their profession are complex"
wrote McCann and Johannessen (2005, p. 52). An effective mentoring program that is
designed to support new teachers should include orientation, inservice training in the area
of curriculum, and relevant, coupled with ongoing staff development. Mentoring should
be proactive, rather than waiting for the first year teacher to ask for help. Senior staff
should help des'gn and implement the program to support new teachers.
An interesting and novel mentoring approach was developed for use by the
Charles County Public Schools in Maryland (" l ips for Creating," 2003). Novice teachers,
educators new to the system, and some second year teachers in need of additional support
were targeted for mentoring. Kxperienecd and retired teachers served as their mentors and
met regularly with the mentees. finally, the district put together a list of what the mentors
would help the new teachers with based on a checklist the mentees have filled out after
the first week of school. The list could be updated throughout the year. In addition,
mentors also could add areas that may need support after teacher observations in the
classroom.
Renard (2003) stated that there arc several important items that should be done
and should not be done with regard to induction and mentoring. She counseled that

administrators should not hold new teachers accountable for skills that they do not have
yet and are only gained through experience. Rather, they should be accountable lor those
activities that support and boost effective teaching. She proposed a list of to do and not to
do that will improve the retention of new hires. This list includes: do not place new
teachers with inclusion teams, particularly with other novice teachers; do not require
them to be an advisor or coach of extracurricular activities; do not place new teachers on
district or department committees for two or three years; no school duty periods, but use
that time to plan instruction; avoid giving them assignments that include the most
challenging students or grade levels; avoid repeated classroom changes or teaching from
a mobile cart; and decrease the required number of professional development activities.
Further, Rcnard (2003) suggested that new teachers and their mentors share the
same planning period, and have release time to observe each other’s classroom. First year
teachers also should stay in the same grade level or subject for at least two to three years
to become more experienced. She also stressed that even with a reduced work load, first
year teachers need to be accountable for using their time wisely in order to become more
effective. “Adjusting working conditions for new teachers does not mean just letting
them off the hook” (Rcnard, 2003. p. 3). The schedule must be a purposeful and targeted
process that focuses and channels their efforts so in time they no longer need the
accommodations initially given.
Gillcs and Wilson (2004) stated that not only did the mentee show significant
growth as a teacher, but mentors also grew as a result of the process. They documented
that veteran teachers involved as mentors were better able to sec the big picture of
education, expanded their role as an educator, gained a greater understanding of the effect
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of the mentoring process-oil themselves, developed their leadership skills, and gave them
more confidence. In short, by targeting new hires for mentoring, veteran teachers grow
and develop as well. Mentoring became a vital component in the educational setting.
Veteran teachers “become exhilarated by sharing their experience with a novice teacher,
and new teachers gain indispensable knowledge” (“Support New Teachers,” 2005, p. 2).
Administrative Support
Breaux and Wong (2003) wrote that administrators who supported mentoring
programs displayed leadership by not just assigning mentors to new teachers. They also
possessed a solid understanding o f the teachers and students they worked with, and
believed that all teachers could be potentially effective in the classroom. Supportive
administrators collaborated with and were willing to teach their teachers, were
themselves active learners throughout their careers, and possessed the ability to instill a
passion for learning in their teachers.
Marable and Raimondi (2007) studied teachers who did and did not participate in
a formal mentoring program. In their study, administrative support was evidenced in a
variety o f ways that included classroom observations, sharing of knowledge and written
professional materials, facilitating planning time, supervision (administrator maintained a
- -

. _ ■*' *hc buildmg), active participation in new teacher meetings, and a willingness

to work one o,.

new teacher. Ingcrsoll and Smith (2003) also identified

helpful and regular communicator* by the building principal or other administrator, along
with providing adequate classroom supplies, and providing mentors (considered
especially crucial) for first year teachers as supportive and important components that
helped reduce the attrition o f first year teachers.
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Johnson and Kardos (2002) described the qualities of effective administrators who
supported new teacher mentoring and professional development. The principals were
focused on improving teaching and learning, made classroom visitations, and provided
feedback. Administrators arranged school schedules so master teachers could model
lessons, meet one on one, or in small groups with new teachers. Principals also assisted
teachers in prioritizing their professional goals, suggested possible conferences to attend,
and developed a professional teaching culture where teachers as a group were responsible
for their own and their students’ learning.
DcVanc, Jones, Lowrancc, and Vicrscn (2004) wrote that teacher attrition was
increased by the lack of administrative support. They observed that the principal was
generally regarded as a resource for school information, feedback and emotional support.
Brownell, Smith, and Lcnk (1995) found that teachers w'ere frustrated by excessive
paperwork, procedures, untrusting and autocratic behaviors, along with an unwillingness
to listen to suggestions and problems on the part of their administrators. Bowers and
Ebcrhart (1988) reported in their study of classrooms in Ohio that during the 1985-1986
school year, more first year teachers left the teaching profession than at any prior time.
An analysis of elementary class size in Ohio in 1986-1987 revealed that beginning
teachers averaged five more pupils in their classrooms than teachers with 1-5 years of
experience. In addition, beginning teachers also had more pupils per classroom than any
other group in the study.
Johnson (2001) listed four ways for administrators to best discourage novice
teachers and cause them to leave the profession: “Assign them classes the experienced
teachers don’t want. Assign them the most troublesome students in the school. Assign
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them the most difficult duties outside of class. Don’t help them or monitor their progress"
(p. 2).
Kilburgand Hancock (2006) studied recurring problems that inhibited K-12
mentoring programs. Results of their study indicated a need for continuous and ongoing
assessment o f school mentoring programs and team relationships (of which the principal
should be part of), a thorough mentor selection process, school district financial
commitments, and workshop and in-service problem solving opportunities.
Drummond, Grimes, and Terrell (1990) studied the Beginning Teacher Program
(BTP) in Florida and reported that principals who oversaw several novice teachers at the
same time were less likely to be in favor of the program because it increased their work
load and created an additional responsibility that they were saddled with that included
formal observations, coaching new hires, and rating their teaching competence. The
researchers also noted that attitude was an important variable in how the principals
perceived and implemented the BTP. Overall positive principal support for the BPT was
77%.
A recent study by Youngs (2007) of six principals’ perceptions of mentoring in
Connecticut found that half o f the principals strongly promoted and facilitated beginning
teachers’ growth with mentors. The other half did not provide much support. Differences
in the beginning teachers’ mentoring experiences were related to the principals’
professional backgrounds, actions and beliefs with regard to mentoring, evaluations and
leadership, and the principals’ own interpretations of district and state policies.
Lack of administrative support, large class size, inadequate facilities and
insufficient materials, additional non-teaching duties, and denial of professional
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autonomy were circumstances that influenced novice teachers’ development
(Darling-Hammond, 1984). Teachers voiced their concerns with regard to minimal input
in decision making, a sense of powcrlcssncss, and a lack of administrative support when
discipline issues were not addressed to their liking, or a limited amount of understanding
o f programs and funding requirements.
Brownell ct al. (1995) recommended additional longitudinal studies on
administrative support of teachers and their decision to leave teaching. Marshall and
Marshall (2003) reported the Texas attrition rate for novice teachers within the first two
years in the classroom was more than 30% due in part to the lack of faculty input into the
school decision making process and organizational factors that included the classroom
working environment, administrative procedures (particularly discipline problems) and
building limitations. One of their recommendations was to implement induction and
mentoring programs along witli increasing staff development opportunities to counter the
high attrition rate o f beginning teachers.
Luekens et al. (2004) studied national survey data with regard to why teachers
moved to another school or left teaching and found that 38% were dissatisfied with the
support they received from administrators. Marable and Raimondi (2007) reported that
even though mentoring was introduced to education in the early 1980s and is now quite
common in the United States, first year teacher surveys indicated that dissatisfaction with
administrative support and training opportunities were factors that were identified that
would improve the first year experience.
Darling-Hammond (1997) reported that one of the major areas of dissatisfaction
expressed by teachers was the lack of recognition and support on the part of
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administration. Finally, in a three year study of teacher retention, Wynn, Carboni, and
Patall (2007) found that first year teachers’ decision to stay in the same school or district
was strongly linked to the school professional development climate and the principal's
leadership skills. Examples of leadership were providing feedback, assistance to new
teachers, facilitating collaboration of staff, and allowing the opportunity for new hires to
provide meaningful input into school decisions.
Ponticell and Zepeda (1997) studied 62 first year high school teachers in Illinois.
They found that six factors that contributed to novice teachers’ success were the presence
o f a mentoring program, supportive peers, a strong department chair, an environment of
willingness to help, administrative feedback, and administrative support. The presence of
the six factors enhanced the ability of new teachers to deal with learning the
organizational structure of the school, the school culture and climate, and the politics
between students, teachers, parents, and administrators.
Tiliman (2005) recommended that principals should be active in the mentoring
process of novice teachers by (1) implementing a mentoring model that is most effective
for their particular school environment, (2) consider the background and preservice
experiences of the mentee, (3) reduce isolation of first year teachers by scheduling release
time on a regular basis to meet with the mentor and/or the building principal, and
(4) understanding that first year teachers may not have a comfort level that allows them
to seek out advice or discuss problems.
Administrators also need to strike a balance when it comes to supporting and
fostering effective teaching practices while respecting the confidentiality of the mentormentec relationship (Olebc, 2005). Performance reviews arc critical to teacher retention,
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but the mentor should not be asked to be put in the position of evaluating the novice
teacher for the building administrator (L. Marcuscn, personal communication, August 3,
2004).
Administrators should to be sensitive to the needs of beginning teachers. Schmidt
(2005) wrote about “nurturing teachers in a time of famine” (p. 12). As a building
administrator, she advocated the use o f the 4 R’s: rewards, recognition, relationships, and
rituals, to counter a ‘what’s the us*'?’ attitude among discouraged teachers that are just
trying to survive professionally; a metaphor for self-preservation in a famine. The use of
recognition of their efforts, developing relationships to counter isolation, rewards for
efforts, and rituals or traditions were found to be powerful tools to counter teachers’
feelings of being overwhelmed. Johnson (2001) wrote that a major goal of administrators
should be to help novice teachers new to education to remain in the profession. Brock and
Grady (1998) observed that principals are increasingly recognizing the need to provide
assistance to novice teachers and are beginning to provide them support. “Teachers with
greater job satisfaction are less likely to leave the field, and this increased retention will
lead to a more stable school community and climate of instructional improvement”
(Millinger, 2004, p. 5).
Workplace Conditions
Workplace conditions contribute to the attrition of teachers. For example, a
General Accounting Office (1995) study of 10,000 elementary and secondary schools
reported that 54% lacked satisfactory instructional space for effective teaching, and 40%
of the schools were labeled inadequate for laboratory science courscwork or large group
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instruction. The study concluded that the majority of America’s schools were not
prepared for the 2151century.
LuekeiiS, Lytcr, and Fox (2004) used data collected from a National Center for
Education Statistics survey and reported that almost a third of new teachers will leave the
field in their first three years of teaching, and almost half will leave after live years.
Furthermore, within the next decade the authors anticipat: that nearly 2.4 million nevv
teachers will need to be hired. O f those who left the profession, 32% reported that they
did so because of workplace conditions.
Locb, Darling-Hammond, and Luczak (2005) wrote that working conditions such
as “large class sizes, facilities problems, multi track schools, and lack of textbooks—are
strong and significant factors in predicting high rates of turnover” (p. 45). Consequently,
the challenges faced as a result of a high rate o f attrition of new teachers are a lack of
continuity of instruction, a lack of teaching expertise in making curriculum decisions and
providing support to colleagues, fewer mentors for novice educators, along with lost
resources and time for the replacement and training for new staff members.
Johnson, Berg, and Donaldson (2005) wrote that live interdependent factors
affected teacher retention: pay, condition of the school facility, teacher workload, teacher
preparation prior to the first year of teaching, and opportunities to influence factors
outside of their classroom. Salary or pay was not the most important incentive that
retained teachers, but it could become more important when working conditions made it
hrrd or impossible to be effective in the classroom. They also wrote that working
conditions such as well lighted classrooms, effective ventilation, and temperature control
made teaching a pleasant experience.
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A study by Berg ct al. (2005) reported that teachers are affected in a positive
manner when the physical elements-facilities, equipment and suppiies-are in good
condition. Educational facilities that arc inadequately maintained negatively affect the
health and safety of the students and staff. Lombardi (2006) wrote that it is
important that equipment and supplies such as science equipment or reliable
photocopy machines be available and in good order so that new teachers can use
those resources to facilitate teaching and learning. When new teachers continually
encounter faulty equipment and supply shortages, they become discouraged and
demoralized because they arc prevented from doing their best work. Since teacher
satisfaction can be affected by those factors, it is important to ensure that the
facilities, equipment, and supplies arc adequate and in good order. This will
enable new teachers to bcticr support teaching and learning in their classrooms.
(p. 47)
The term workplace condition is a broad expression that encompasses numerous
areas and ranges from salary, class size and load, extra duties, and economic status of the
school. In previous sections, workplace conditions dealt mainly with psychological and
instruction-related issues. The focus of workplace conditions in this next section will be
on air quality in the school setting and how it may affect teacher retention with regard to
the physical health of the beginning teacher.
Norbach, W&linder, Wieslander, Smedjc, Erwall and Vengc (2000) asserted that
there is a growing concern about the indoor air quality in schools. Each day, teachers and
students are subjected to environmentally unsafe schools that negatively impact their
general health and mental capabilities (Rapp, 1996). Darling-Hammond (2004) wrote
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about thousands o f students in California who attended school in dilapidated buildings.
The Government Accounting Office (1995) reported that almost one-third or 25,000
schools that serve 14 million students are in need o f extensive repair or replacement.
Diamantes and Grubb (1998) discuss five major threats to healthy schools. Two
relate to air quality sick building syndrome and general indoor air quality. The most
common causes o f sick building syndrome are poor design or installation of the
ventilation system, a modified ventilation system altered to save energy, crowded
classrooms not designed for high numbers o f students or use not planned for in the
original construction such as the addition o f kilns in art class or welding in industrial arts,
and poorly or incorrectly maintained ventilation systems due to ignorance or efforts to
save money. Reccer (1998) stated a sick school building creates problems in the areas of
health, finance, and public relations. A cure for a sick school is dependant on accurate
diagnosis, usually performed by a consultant on indoor air quality who examines the
facility, conducts tests, and talks to those affected which can cost the school district
several thousand dollars. Recommendations arc then made for repair, renovation, or
maintenance of the ventilation system.
General indoor air quality is another threat to a healthy school (Diamantes &
Grubb, 1998). Czubaj (2002) wrote that indoor air pollution is usually invisible and most
people are not concerned with it until they become ill as a result of breathing it. The
Environmental Protection Agency (EPA) (1990) stated that indoor air pollution is one of
the top four environmental public health risks as many people spend 90% of their time
inside. The Environmental Protection Agency (1990) also determined that factors such as
tightly sealed facilities, low ventilation levels to save energy, higher usage of synthetic
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building materials and furniture, increased usage o f personal-care products that arc
chemically formulated, and pesticides and cleaners that contribute to increase indoor air
pollution. Increased levels of carbon dioxide, radon, mold, fungi, mildew, and volatile
organic chemicals (VOC’s) have been detected in schools (F.PA, 1990). Other common
pollutants included asbestos fibers, formaldehyde, carbon monoxide, nitrogen dioxide,
solvents and photocopiers. Copiers, which have been a mainstay o f schools, use an
electrostatic copying process in which photoconductivc material is charged and
discharged. This in turn produces ozone, a major contaminant that can lead to headaches,
irritated mucous membranes, and vision impairment (Diamantcs & Grubb, 1998). Often
school copiers arc found in small poorly ventilated work rooms not initially designed for
their use.
Remediation of poor quality indoor air can be as simple as containing the source.
The exhausting of contaminants from where they arc generated limits their dispersion.
Location o f outdoor air intakes far away from exhaust stacks or sources of pollution
limits the amount of polluted air drawn into the school. Radon levels may be controlled
by increased specialized ventilation (Wheeler, 1992). Common sense dictates that bus
loading areas should be located away from entrances to schools, particularly if the
entrances arc downwind o f the prevailing breeze.
Using a green school design will help eliminate air pollutants and may reduce
irritants that may lead to asthma attacks and absenteeism (Czubaj, 2002) as there is a
growing concern about indoor air quality as it relates to asthma, irritated eyes, and upper
respiratory tract infections (Norbiich et al„ 2000). Controlling small puddles of water in
the drain pans o f heating, ventilation, and air conditioning (HVAC) systems along with
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dust in library book stacks coupled with properly maintained ventilation equipment can
improve indoor air quality and the health of employees. C/.ubaj (2002) recommended the
use of filters that remove 60% o f .03 micron particles and humidity levels should be
maintained between 20-30%.
A green school is environmentally friendly. It is energy efficient, uses nontoxic
building materials, manages waste effectively, and promotes a healthy indoor
environment (Sims, 2001). The selection o f the building site is also important (C/.ubaj,
2002). Preservation o f existing trees and topsoil, direction o f prevailing winds, solar
orientation, planting o f minimal maintenance vegetation, and reduction in the amount of
paved areas are site issues to consider when building a new school (Sims, 2001;
Czubaj, 2002).
Mall (2005) states that building a school with good indoor air quality is just the
start. It also includes proper design and installation of the II VAC system, periodic
monitoring to check to see it is functioning properly, and serviced regularly according to
the manufacturer’s requirements. “To prevent and/or address Indoor Air Quality (IAQ)
problems, schools need to be able to measure the indoor environment ovu extended
periods of time. You can’t prevent or fix problems ifyou don’t measure” (Hall, 2005,
p. 15).
By providing a physically safe and environmentally friendly work environment,
new hires are more apt to stay in the teaching profession. As facilities age and districts
look to build or renovate antiquated schools the research is clear. The lack of positive
working conditions can influence the decision to leave a school or leave the profession
particularly in high poverty school districts that have dilapidated facilities all of which

could be altered through changes in policy and practice (I.oeb et ah, 2005, p. 67). Good
indoor air quality of the school building that they work in is just one factor of many that
may tip the scale in favor of higher teacher retention rates. After all, if work does not
make you physically sick, you are more likely to enjoy going to work and consider
making it a lifelong career. Schools that provide for their employees’ physical needs in
terms of indoor air quality may positively contribute to reducing turnover rates and
boosting the retention of the teaching staff.
Summary
The literature presents a powerful case in favor o f mentoring and identifies the
various components that it encompasses. Mentoring is critical in the retention of
beginning teachers. Mentoring and induction programs take many different forms based
on the needs and expectations of the institutions that sponsor them. The programs may
include working closely with an assigned mentor or more loosely with informal teacher
contacts, an orientation or induction program, new teacher meetings, professional
development and observations. A high level of mentoring and novice teacher support
improves teacher retention rates (“Keeping New Teachers,” 2007). A supportive
mentoring environment that is challenging and allows risk taking; coupling this with a
strong school attitude in favor of professional development and induction contribute to
best practices for developing new teachers (I larrison, Dyymokc, & Pell, 2006).
Administrative support is another factor that influenced teacher attrition. The
literature suggests that the quality of the physical plant influences teacher retention as
well. Regardless o f the form mentoring takes in a particular state or school district, the
support needs to be flexible and responsive to the needs of beginning teachers and
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contexts in which they work (Mutchler, 2000). Recent research suggests that strong
mentoring programs that support beginning teachers have a positive effect on retention
and ameliorate attrition from the teaching profession within the first three years of
employment (Ingersoll & Smith, 2004). Mentoring programs that also create conditions
that support new teachers would improve teacher retention as well (Darling-I Iammond &
Berry, 2006). Finally, mentoring is important for all first year teachers to experience
(Tiliman, 2005).
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CHAPTER III
METHODOLOGY
The purpose of this study was to investigate the impact of three types of
mentoring experiences on the retention of first and second year public school teachers in
North Dakota. Another purpose of the study was to investigate whether differences
existed among first and second year public school teachers with regard to demographic
variables that included ethnicity, gender, years of experience, school district size, and
three different types of mentoring experiences: formal, informal, or no mentorship. The
Mentorship Assessment Profile survey instrument developed by Pctiisky (2004) in her
research on administrative mentorships in Texas was adapted for use with first and
second year teachers in North Dakota with her permission (Appendix C). Thus, this study
is not a replication; rather, it extends the research by examining the perceptions that first
and second year teachers in North Dakota have with regard to mentoring and retention.
Research Questions
The research questions for this study were:
1. What type of mentorship (formal, informal, no mentorship) most impacts the
retention of first and second year teachers in public schools in North Dakota?
2. How do mentorships impact the retention of first and second year public
school teachers in North Dakota?
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3. Do selected demographic variables (ethnicity and gender) impact the succe ,s
of particular types of mentorship programs?
4. Do differences exist among the selected demographic variables (ethnicity,
gender, years of experience, school district size, and mentoring experience) on
the impact of mentorships?
Description of the Research Population
The survey population (or this study was all k-12 first and second year teachers
who had a valid email address in the 2006-2007 school year. These first and second year
teachers were identified from a list generated by the North Dakota Department of Public
Instruction of teachers who were employed by public school districts in North Dakota
during the 2006-2007 school year.
Survey Instrument
The survey instrument that was used in this research was the Mentorship
Assessment Profile (MAP) developed by Petrisky (2004). With her permission it was
adapted and expanded for use with lirst and second year teachers (Appendix A). The
survey consists of 42 questions and an open ended comment section divided into four
parts that could be completed in 15 minutes. In the first part. Teacher Demographic
Information, questions focused on the respondent’s gender, years of experience, grade
level and subject area of teaching, size of school, and her/his self determination of cither
a formal, informal, or no mentoring experience. Petrisky (2004) defined formal
mentoring as a requirement of the teacher preparation program, state, or the local school
district. Informal mentoring is not be considered mandatory; rather, it is self determined
by the mentee. The questions in the second part, Mentoring Statements, asked the
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participants to record their perceptions about various mentorship statements. The
subjects’ responses to the adapted survey were recorded through the use o f a live point
Likert scale 1, indicating strongly agree; 2, indicating agree; 3, indicating disagree; 4.
indicating strongly disagree; and 5, no opinion. During the analysis, the researcher
rearranged the scale so that 3 indicated no opinion, 4 indicated disagree, and 5 indicated
strongly disagree, however, 1 continued to indicate strongly agree, and 2 indicated agree.
The purpose of this change was to prevent the no opinion rating of 5 from skewing the
data. The third part of the survey. Future Directions, asked participants to reply to two
retention statements. Part four. Survey Comments, provided a space for the respondents
to type in comments they wished to make about mentoring.
Collection and Analysis of Data
Surveys were sent via email to 505 first and second year teachers who were
identified from a list generated by the North Dakota Department of Public Instruction of
teachers who were employed by public school districts in North Dakota during the
2006-2007 school year, flic list of 505 valid email addresses for each first and second
year teacher was compiled using the North Dakota Hdutech email data base and through
contact with district technology coordinators for addresses not found in the Edutcch data
base. The survey was conducted using the computer internet program
SurveyMonkey.com. SurveyMonkcy.com is an online survey service that allows
researchers to design surveys, collect data electronically, and tabulate the results. An
email that briefly explained the purpose of the research study and provided the necessary
directions and time allocation needed to complete the online survey and a link to
SurveyMonkey was sent to each of the 505 potential respondents (Appendix B).
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Respondents’ identities remained confidential as only group categories were reported and
not individual identification of results. A follow up email was sent after two weeks
thanking those who had already responded and asked those who had not yet responded to
do so. The survey window was three weeks in length. By responding to the online survey,
participant consent was assumed by this researcher.
The data were analv/cd by utilizing the Bureau o f Educational Services and
Applied Research using the Statistical Package for the Social Sciences (SPSS). First,
frequencies, percentages, means, and standard deviations were calculated and edited for
teacher demographic information, mentoring statements, and future directions. Second,
the survey comments were compiled and placed in Appendix D. The comments were
analyzed by searching for key words, patterns, and themes.
The t-test was the statistical test used to determine if any significant differences
existed between the perceptions of first and second year teachers regarding the various
demographic variables. The t-test calculated mean scores for each variable, determined
the difference between the mean scores for first and second year teachers, and determined
if there were any significant differences.
An ANOVA, or One-Way Analysis of Variance was used to determine if there
were any significant differences between the perceptions of first and second year teachers
regarding the type of mentorship they had experienced based on the selected
demographic variables. The Bonferroni post hoc test was used to identify any specific
differences.
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Limitations
This study was limited by the response rate that is described in the following
narrative. Out of the 505 possible first and second year teachers surveyed, 36.24% ( 183)
o f the online research surveys were returned. Of the 183 returned surveys, 24 were
eliminated as the respondents returned the surveys in an incomplete form or had a large
amount of missing values. The exclusion of the 24 online surveys resulted in 31.49%
(159) usable surveys. Table 1 presents the number of responses and percentages for the
participants that responded to the survey.
Table 1. Survey Response and Percentage Rates of First and Second Year Teachers in
North Dakota (N=505).

Sent

505

Surveys
Returned

183

Survey
Return Rate

Incomplete
Surveys

36.24%

24
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Completed
Surveys

159

Completed
Survey Return
Rate

31.49%

CHAPTER IV
ANALYSIS OF THE DATA
An analysis of the survey data and presentation of the findings of the study arc
found in this chapter. There are two purposes to this study. The first was to investigate
the impact of three types of mentoring experiences on the retention of first and second
year public school teachers in North Dakota. The second was to investigate whether
differences existed among first and second year public school teachers with regard to
demographic variables that included ethnicity, gender, years of experience, school district
size, and three different types o f mentoring experiences: formal, informal, or no
mentorship.
The participants that responded to the survey were asked five demographic
questions with regard to ethnicity, gender, years of teaching experience, size of school
and type of mentoring experience as being formal, informal or no mentorship.
Participants also responded to 35 mentoring statements by choosing the options:
(1) Strongly Agree, (2) Agree, (3) Disagree, (4) Strongly Disagree, or (5) No Opinion
(These choices were changed as noted in Chapter III). The participants were also asked to
respond to two retention questions with a yes or no. A fourth optional section allowed
survey participants to comment on the process of mentoring.
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Participant Demographic Information
Respondent demographic data information from the 159 usable surveys showed
that from the five categories listed 1.3% (2) were Asian, 0.6% (1) was Native American.
97.5% (155) were White, and 0.6% (1) responded as being in two categories and was
classified as Biracial. Table 2 provides the frequencies and percentages of the ethnicity.
gender, and years of teaching experience of the respondents to the research survey.
Table 2. Frequencies and Percentages of the Responses by First and Second Year
Teachers in North Dakota Regarding Their Ethnicity, Gender, and Years of Teaching
Experience (N=159).
Frequency

Percent

Ethnicity
Asian

2

1.3

Native American

1

0.6

155

97.5

1

0.6

159

100.0

124

78.0

Male

35

22.0

Total

159

100.0

First Year

80

5(.r

Second Year

79

49.7

159

100.0

White
Biracial
Total
Gender
Female

Teaching Experience

Total
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The data indicate that the majority of first and second year teachers who
responded to the survey were White. Asian first and second year (cachets were the next
highest responding ethnic group. Of those who completed the survey 78% (124) were
female and 22.0% (35) were male respondents. The gender data showed that the majority
of the respondents were female. Of the 159 first and second year teachers who
participated in the survey, 50.3% (80) were in their first year of teaching and 49.7% (79)
were in their second year of teaching.
The size o f the school district and the number of first and second year teachers
from those sized districts who participated in the survey is depicted in Table 3.
Table 3. Frequencies and Percentages o f the Responses by First and Second Year
Teachers in North Dakota Regarding Their Size of School District (N=159).

Frequency

Percent

0-250

41

25.8

251-500

23

14.5

501-800

13

8.2

Over 800

82

51.6

159

100.0

District Size

Total

In school districts o f 0-250 students, 25.8% (41) of the first and second year
teachers responded to the survey. School districts with 251-500 students had 14.5% (23)
teachers reply to the survey. The third category consisting of school districts having 501800 students had 8.2% (13) teachers respond. In school districts with over 800 students,
51.6% (82) first and second year teachers responded to the Sui vcy. The largest category
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of respondents was from the largest school districts over 800 students, while the smallest
school districts 0-250 were second in number of respondents.
The first and second year teachers self selected the type of mentorship experience
they received. O f the 159 first and second year teachers, 46.5% (74) indicated that they
had a formal mentorship experience. O f the respondents, informal mentorships were
selected by 34.6% (55) o f the first and second year teachers, and 18.9% (30) indicated
that they had no mentorship experience. Table 4 shows that among the three types of
mentorships a formal mentoring experience was provided for nearly 47% of the
respondents. Over 19% reported no mentorship.
Table 4. Frequencies and Percentages o f Responses by Participating First and Second
Year Teachers in North Dakota Regarding Their Type o f Mentorship Experience
(N= 159).

Type of Mentorship

Frequency

Percent

Formal

74

46.5

Informal

55

34.6

No Mentorship

.30

18.9

159

100.0

Total

Analysis of Research Questions
This section of the chapter addresses each of the four research questions. In the
statistical analysis of all four research questions, the number 1 was assigned to the answer
strongly disagree, a 2 to disagree, 3 to no opinion. 4 to agree, and a 5 to strongly agree
(See Chapter III, Survey Instrument). The higher the mean, the more in agreement the
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respondents were with each mentoring statement. Conversely, the lower the mean the
more in disagreement the respondents were with each mentoring statement. Table 5
contains the data relating to the first research question: What type of mentorship most
impacts the retention of first and second year teachers in public schools in North Dakota?
Research Question 1 was addressed in the survey responses by analyzing statements
number 10, 14, 15, 18, 21,25, 28, 30, 31, 32, 36, 37, and 38 for a total of 13 items in the
second part of the survey. These statements were selected to answer question 1 as they
pertained to the type o f mentoring experience each teacher received. The survey
statements are ranked in order of most to least agreement. They arc not listed in the order
as they appear in the actual survey.
In Table 5, respondents rated their preference in having a mentor in their district
the highest with a mean score of 4.39. Also highly rated were the respondents’
perceptions that a mentorship enhances professional contacts, and as teachers, they are
supportive o f serving as a mentor to other teachers. The data listed in Table 5 indicates an
overall negative response on the part of the respondents with regard to having a mentor
outside of the district where they work. About 90% or 143 of the first and second year
teachers responded with either a strongly disagree or disagree answer. The statement with
the second most disagreement came from a preference to have a supervisor as a mentor.
Table 6 addresses the second research question: How do mentorships impact the
retention of first and second year public school teachers in North Dakota? Research
Question 2 was addressed in the survey responses by analyzing statements number 6, 7,
8, 9, 11, 12, 17, 20, 22, 23, 24, 26, 34, and 40 for a total of 14 items in the second part of
the survey. These statements were selected to answer question 2 as they pertained to
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Table 5. Frequencies, Percentages, Mean Scores and Standard Deviations Regarding the
Type of Mentorships on the Retention of First and Second Year Public School Teachers
in North Dakota (N=159).

Mentorship Statement

F

SD
%

F

D
%

NO
%
F

A
/o
F 0/

SA
F %

M

5.0

59 37.1

85 53.3

4.39

.803

16 10.1

100 62.9

39 24.5

4.09

.688

13

8.2

108 67.9

30 18.9

4.00

.712

I prefer to have a mentor
in my own school district.

1

.6

6 3.8

A mentorship enhances
professional contacts.

1

.6

3

I support serving as a
mentor to another teacher

1

6

7 4.4

10

6.3

17 10.7

17 10.7

66 41.5

49 30.8

3.80 1.173

5

3.1

28 17.6

14

8.8

72 45.3

40 25.2

3.72 1.120

11

6.9

29 18.2

17 10.7

58 36.5

44 27.7

3.60 1.258

1 prefer to have a peer
as a mentor.

1

.6

35 22.0

18 11.3

84 52.8

21 13.2

3.56

Building confidence in my
abilities as a teacher is
attributed to a mentor.

5

3.1

42 26.4

17 10.7

79 49.7

16 10.1

3.37 1.077

Mentors are necessary for
transitioning into teaching
successfully.

5

3.1

52 32.7

13

8.2

67 42.1

22 13.S

3.31 1.158

I prefer to choose my mentor.

3

1.9

52 32.7

33 20.8

58 36.5

13

8.2

3.16 1.037

My professional organization
provides a teacher mentoring
program.

5

3.1

44 27.7

50 31.4

45 28.3

15

9.4

3.13 1.026

I prefer to have a supervisor
as a mentor.

22 13.8

96 58.5

28 17.6

15

9.4

1

.6

2.25

.832

I prefer to have a mentor
outside of my district.

69 43.4

74 46.5

10

6

3.8

0

0

1.70

.751

My school district
supports a teacher
mentorship program.
I support a mandatory
mentorship program for
teachers.
My school district provides
a teacher mentorship
program.

1.9

55

8

Std.I)

6.3

.997

Table 6. Frequencies and Percentages o f Responses by Participating First and Second
Year Teachers in North Dakota Regarding the Impact of Mentorships on Retention
(N=!59).

Mentorship Statement

SD
F %

F

D
%

NO
F %

A
F %

SA
F %

M

Std.l)

A mentor is a vita! source
of support for a teacher.

1

.6

5

3.1

1

.6

79 49.7

7.3 45.9

4.37

.716

The support of a mentor
eases the challenges
of teaching.

1

.6

P.

5.0

1

.6

96 60.4

53 33.3

4.21

.747

A mentor is crucial to
a novice teacher.

2

1.3

14

8.S

4

2.5

74 46.5

65 40.9

4.17

.936

I advocate mentorships
to keep teachers in
education.

i

.6

16 10.1

24 15.1

93 58.5

25 15.7

3.79

.852

Having a mentor is
beneficial to an
experienced teacher.

2

1.3

12

7.5

31 19.5

99 62.3

15

9.4

3.71

.790

Having a mentor aids
teacher retention.

2

1.3

17 10.7

42 26.4

Si 50.9

17 10.7

3.59

.866

My commitment to
teaching is supported
by a mentor.

5

3.1

28 17.6

21 13.2

85 53.5

20 12.6

3.55 1.023

A mentor encourages me
to continue in teaching.

6

3.8

32 20.1

25 15.7

78 49.1

18 11.3

3.44 1.053

A mentor is essential to
the success of a teacher.

.1

1.9

51 32.1

14

8.8

68 42.8

23 14.5

3.36 1.132

20 12.6

67 42.1

12

7.5

52 32.7

8

5.0

3.24 1.184

A mentor is not essential
to my progress as a teacher.*
Having a mentor is valuable
in maintaining a continuing
contract as a teacher.

5

3.1

63 39.6

31 19.5

57 35.8

3

1.9

2.94

A mentor is not important
in my decision to continue
in teaching.*

4

2.5

41 25.8

21 13.2

81 50.9

12

7.5

2.65 1.026

A mentor is crucial in my
26 16.4
decision to remain in teaching.

87 54.7

16 10.1

23 14.5

7

4.4

2.36 1.057

25 15.7

8S 55.3

20 12.6

19 11.9

7

4.4

2.34 1.024

A mentor is essential in my
decision to remain teaching

*ln the statistical analysis the results were reversed.
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the impact of mentorships on retention. The survey statements are ranked in order of
most to least positive response. They are not listed in the order that they appeared in tire
survey. Two of the statements listed in Table 6 are followed by an asterisk and were
stated in a negative manner. The results o f these two statements were reversed in the
statistical analysis in order to enable the reader to interpret all 14 statements in the same
manner. In other words, the higher the mean the more in agreement the respondents were
with the mentoring statement. Respondents agreed the most that a mentor was a vital
source o f support, mentoring cased the challenges of teaching, and that a mentor was
crucial to the novice teacher. Respondents had the least agreement with the statements
that a mentor is essential, or a mentor is crucial in their decision to remain in teaching. A
total o f 71.0% (113) either strongly disagreed or disagreed with that statement.
Table 7 presents the data relating to the third research question: Do selected
demographic variables impact the success of particular types o f mentorship programs?
Research question 3 was addressed in the survey responses by analyzing statements
number 13, 16, 19, 27, 29, 33, 35, and 39 for a total o f 8 items in the second part o f the
survey. These statements were selected as they pertained to the impact of ethnicity and
gender regarding the success of mentorship programs. The survey responses are listed in
order of most agreement to least agreement and are not listed in order as they appeared in
the survey. Four statements noted with an asterisk were worded in a negative manner. In
the statistical analysis, those four statements were reversed to enable the reader to
interpret all the hems in the same manner. In other words, the higher the mean, the more
in agreement the respondent was with the statement. For example, the first and second
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Tabic 7 Frequencies, Percentages, Mean Scores and Standard Deviations of the Selected
DemographicVariables of Ethnicity and Gender Regarding Their Impact on the Success
of Particular Types of Mentorship Programs for First and Second Year Public School
Teachers in North Dakota (N=159).
SD
Mentorship Statement

F

D
%

F

%

NO
F %

A
F

%

SA
1•' V,1

M

Sid. I)

Ethnic differences between
a mentor and protiigd pose
a major barrier.*

46 28.9

87 54.7

21 13.2

2

1.3

3

1.9

4.08

.800

Gender differences between
a mentor and prottfgd pose
a major barrier.*

33 20.8

97 61.0

21 13.2

8

5.0

0

0

3.97

.737

47 29.6

3.13

.777

7.5

94 59.1

61 38.4

34 21.4

42 26.4

7

4.4

2.78 1.077

17 10.7

74 46.5

28 17.6

36 22.6

4

2.5

2.60 1.032

0

17 10.7

21 13.2

90 56.6

A mentor of my same
ethnicity enhances a
mentoring relationship.

•10 25.2

79 49.7

29 18.2

10

6.3

1

It is beneficial for me
to have a mentor of
the same ethnicity.

43 27.0

79 49.7

30 18.9

6

3.8

1

3

1.9

A mentor of my same
gender enhances a
mentoring relationship.

15

9.4

It is beneficial for me to
have a mentor of the
same gender.

Ethnic differences do not
impact my relationship
with a mentor.*

Gender differences do not
impact my relationship
with a mentor.*

0

3

1.9

12

2.85

.858

.6

2.08

.861

.6

2.01

.819

31 19.5

*!n the statistical analysis the results were reversed.

items in Table 7 concerned ethnic and gender differences between a mentor and protdgd
posing a major barrier. In the statistical analysis, the items results were reversed making
both the items with the most disagreement. Respondents totaling 83.6% (133) cither
strongly disagreed or disagreed with the statement that ethnic differences between a
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mentor and protege pose a major barrier. A total of 81.8% (130) of the respondents also
strongly disagreed or disagreed with the statement that gender differences between a
mentor and protege posed a major barrier.
The fourth research question asked: Do differences exist among the selected
demographic variables on the impact o f mentorships? In order to determine if any
differences existed among the selected demographic groups of participants the first three
research questions were asked again with regard to the type of mentorships, the extent
that mentorships impacted, and the differences between demographic groups and the
retention o f first and second year teachers in North Dakota. Question 4 was addressed in
the survey responses by analyzing the demographic information in items 1-5 that
included ethnicity, gender, years of teaching experience, school district size, and the three
different types o f mentoring experience: formal, informal or no mentorship. Ethnicity
was not tested as the sample size of non White first and second year teachers was 3 and
not large enough to be compared to 156 White first and second year teachers.
Table 8 presents the mean scores of female and male respondents regarding the
impact of the type of mentorship on the retention of first and second year teachers. It also
contains the results o f the t-tes! which determines any significant differences between
female and male first and second year teacher mean scores (significant differences are
also determined using t tests in Tables 9-13). Table 8, like all tables, also reports the
descriptive statistics of the two groups using a level of significance set at the alpha level
of 0.05. As indicated in Table 8 the level o f significance was .676. Therefore, there was
no significant difference between the female and male responses.
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Table 8. Descriptive and Inferential Comparison of Female and Male f irst and Second
Year Teachers Regarding the Type of Mentorship on the Retention of first and Second
Year Public School Teachers in North Dakota.

Gender

N

Mean

Standard Deviation

Female

124

3.40.

454

35

3.36.

406

Male

l

Significance

.419

.676

•Significant at the .05 level.
Table 9 presents the means between female and male respondents with regard to
the extent o f the impact of mentorships on the retention of first and second year teachers
along with mean scores. As indicated in Table 9 the level of significance was .392, so
there was no statistical difference between female and male first and second year teachers
with regard to the type of mentorships that impact their retention.
Table 9. Descriptive and Inferential Comparison of Female and Male First and Second
Year Teachers Mean Scores Regarding the Bxtent of Impact of Mentorships on the
Retention o f First and Second Year Public School Teachers in North Dakota.

Gender

N

Mean

Standard Deviation

Female

124

3.43

.613

Male

35

3.32

.641

t

Significance

.859

.392

•Significant at the .05 level.
The means between female and male respondents with regard to the impact of
selected demographics on the retention of first and second year teachers along with mean
scores are presented in Table 10. Once again, the means between the two groups were
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similar and there was no statistical difference between female and male first and second
year teachers with regard to the impact of selected demographics on retention.
Table 10. Descriptive and Inferential Comparison of Female and Male First and Second
Year Teachers Regarding the Impact of Selected Demographic Variables of Ethnicity,
Gender, Years of Teaching Experience, School District Size, and the Type of Mentoring
Experience on the Retention of First and Second Year Public School Teachers in North
Dakota.

Gender

N

Mean

Female

124

2.72

.392

35

2.60

.409

Male

Standard Deviation

t

Significance

1.446

.150

^Significant at the .05 level.
Table 11 presents the means between first and second year respondents with
regard to the type of mentorships that impact the retention of teachers along with the
analysis made between first and second year teacher means using an independent samples
t-test. As indicated in Tabic 11, the level of significance was .426. Therefore, the means
between the two groups were not significantly different and there was no statistical
Table 11. Descriptive and Inferential Comparison of First and Second Year Teachers on
Responses to the Type of Mentorships That Impact the Retention of Public School
Teachers in North Dakota.

Standard Deviation

Years of Experience

N

Mean

First

80

3.36

.490

Second

79

3.42

.390

*Significant at the .05 level.
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t

Significance

-.799

.426

difference between first and second year teachers with regard to the type of mentorships
that impact the retention of first and second year teachers.
The means for first and second year respondents with regard to the type of
mentorships that impact the retention of teachers along with the analysis made between
first and second year teacher means using an independent samples t-test is shown in
Table 12. The level o f significance was .574, so there was no statistical difference
between the means o f first and second year teachers with regard to the type of
mentorships that impact retention.*
Table 12. Descriptive and Inferential Comparison o f First and Second Year Teachers
Regarding the Extent of Impact o f Mentorships on the Retention o f Public School
Teachers in North Dakota.

Years o f Experience

N

Mean

Standard Deviation

First

80

3.38

.602

Second

79

3.44

.637

t

Significance

-.564

.574

*Significant at the .05 level.
Table 13 presents the means between first and second year respondents with
regard to the impact of selected demographics on the retention of teachers along with the
analysis made between first and second year teacher means using an independent samples
t-test. Table 13 reveals the level of significance was .418, so there was no statistical
difference between first and second year teachers with regard to the impact o f selected
demographics on the retention of first and second year teachers.
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Tabic 13. Descriptive and Inferential Comparison of First and Second Year feaelieis
Regarding the Impact of Selected Demographic Variables on the Retention of Public
School Teachers in North Dakota.

Years o f Experience

N

Mean

Standard Deviation

First

80

2.67

.399

Second

79

2.72

.3.97

t

Significance

-.811

.418

•Significant at the .05 level.
An examination o f the impact of mentorships on the retention of first and second
year teachers continues in Table 14. Survey respondents were asked to identify which
type of mentorship experience they had as being either formal, informal or no mentorship
experience. A one-way analysis of variance was used to test the differences among the
means of two or more groups. The data displayed represents first and second year
teachers with formal, informal, or no mentorship experience with regard to their replies
on the nature of mentorships that impact the retention of first and second year teachers.
The ANOVA shows that the comparison of the means of the groups is highly
significant at <.001 for first and second year teachers who had a formal, informal, or no
mentoring experience. Therefore, there was a significant difference among first and
second year teachers who received a formal mentorship compared to the other means.
A Bonfcrroni post hoc analysis was used to identify which mean was significantly
different from the others. The post hoc test showed differences among first and second
year teachers in each of the three types of groups of mentorships. First and second year
teachers that had no mentorship experience were less likely to agree that the type of the
mentorship that impacts the retention of teachers than those first and second year teachers
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Table 14. Analysis of Variance Regarding the Type of Mentorships on the Retention of
Public School Teachers In North Dakota as Perceived by First and Second Year Teachers
With Formal, Informal, or No Mentorship Experience (N--159).

Nature of Mentorships
On Impact of Retention

N

Mean

Std. D

Mean dif

Bonferroni

Formal Mentorship (1)

74

3.56

.337

. 1854*
.5824*

1,2
1,3

Informal Mentorship (2)

55

3.38

.345

-.1854*
.3970*

2,1
2,3

No Mentorship (3)

30

2.98

.557

-.5824*
-.3970*

3,1
3,2

159

3.39

.442

Total

Analysis of Variance
Type o f
Mentorship

Sum of
Squares

7.251

Between Groups

Mean
df

Square

F

Sig.

2

3.626

23.815

<.001

.152

Within Groups

23.749

156

Total

31.001

158

*Significant at the .05 level.
who had a formal or informal mentoring experience. Also, first and second year teachers
that had an informal mentoring experience were less likely than teachers who had a
formal mentoring experience to agree that mentorships impact the retention of teachers.
Thus, there were significant differences of means among all three mentorship groups with
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regard to the type of mentorships that impact the retention of first and second year
teachers.
Table 15 displays the results o f a one-way analysis of variance that was
performed to test the differences among the means of the groups. The data is
representative of first and second year teachers that had formal, informal, or no
mentorship experience with regard to their responses on the extent of the impact of
mentorships on the retention of first and second year teachers. It shows that there was a
statistically significant difference among the groups (sign = 0.033). Thus, there was at
least one mean that was significantly different from at least one other mean. A Bonferroni
post hoc test was used to identify which mean was significantly different from the others.
The post hoc test results indicated that there were differences between two of the three
mentorship type groups. First and second year teachers that had no mentorship
experience were less likely to agree on the extent of the impact o f mentorships on the
retention of public school teachers than those first and second year teachers who had a
formal mentorship experience. In summary, there was a significant difference of means
between first and second year teachers who had no mentorship experience and first and
second year teachers that had a formal mentoring experience.
The data in Table 16 shows the results of a one-way analysis of variance that
tested the differences between the means of the three groups. The data is representative of
first and second year teachers that had formal, informal, or no mentorship experience
with regard to their responses on the impact of selected demographic variables on the
retention of first and second year teachers. The table shows that the comparison of the
means of both between and within groups was 0.889, which was well above the 0.05
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Table 15. Analysis of Variance Regarding the F.xtent o f Impact of Mentorships on
Retention o f Public School Teachers in North Dakota as Perceived by f irst and Second
Year Public School Teachers With Formal, Informal, or No Mentorship Fxpericnee
(N=159).

Nature o f Mentorships
On Impact of Retention

N

Mean

Std. I)

Formal Mentorship (1)

74

3.52

.601

Mean dif

Bonferroni

.1372
.3441 *

1,3

Informal Mentorship (2)

55

3.38

.578

-.1372
.2069

No Mentorship

30

3.18

.678

-.3441 *
-.2069

159

3.41

.619

(3)

Total

3,1

Analysis of Variance
Sum of
Squares

Mean
df

Square

F

2.579

2

1.289

3.476

Within Groups

57.863

156

.371

Total

60.442

158

Type o f
Mentorship

Between Groups

Sig.

.033

•Significant at the .05 level.
alpha level. Thus there were no statistically significant differences among the means of
first and second year teachers who experienced formal, informal, or no mentorship
experiences with regard to the impact of selected demographic variables on mentorships.
In contrast. Table 17 presents the results of a one-way analysis o f variance that
tested the differences between the means of the four groups based on the size of the
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public school district and the type o f mentorships on the retention of lirsl and second year
public school teachers. A comparison showed that the mean o f the groups was significant
at .001. Thus, there was a significant difference among school sizes and the type of the
mentorships.
Table 16. Analysis of Variance Regarding the Impact of Demographic Variables on the
Retention o f First and Second Public School Year Teachers With Formal, Informal, or
No Mentorship Experience (N= 159).

Demographic
Variables

N

Mean

Standard Deviation

Formal Mentorship

74

2.6S

.379

Informal Mentorship

55

2.70

.423

No Mentorship

30

2.72

.403

159

2.69

.397

Total

Anallysis o f \ 'ariance
Type of
Mentorship

Sum of
Squares

df

.038

2

.019

Within Groups

24.S92

156

.160

Total

24.929

158

Between Groups

Mean
Square

F

Sig.

.118

.889

A Bonferroni post hoc analysis was performed to identify which mean was
significantly different. It identified a significant difference between public schools that
numbered 0-250 students and public schools with 800 students and over. In summary,
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Tabic 17. Analysis of Variance Regarding the Impact of School District Size on the
Retention o f First and Second Year Public School Teachers With Formal, Informal, or
No Mentorship Experiences (N=159).

School Size
Impact of Retention

N

Mean

0-250(1)

41

3.20

Std. D

Mean dif

.510

-.1241
-.1285
-.3199*

251-500 (2)

23

3.32

.371

.1241
-.0044
-.1958

501-800 (3)

13

3.33

.493

.1285
.0044
-.1914

Over 800 (4)

82

3.52

.379

Total

159

3.39

.443

.3199*
.1958
.1914

Bonlerroni

1,4

4.1

A nalysis of' Variance

dr

Mean
Square

3.011

3

1.004

Within Groups

27.990

155

.181

Total

31.001

158

Type of
Mentorship

Sum of
Squares

Between Groups

^Significant at the .05 level.
respondents from schools with 800 or more students perceived their mentoring more
positively than respondents from schools sized 0-250.
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The differences between the means of the four groups based on the size of the
public school district and the extent of the impact of mentorships on the retention of first
and second vear public school teachers is presented in Table 18. A one-way AN( )VA
showed that the means of the groups was .204 which was higher than the alpha level of
0.05. Thus, there was no significant difference among school sizes and the extent of the
impact of the mentorships on the retention of first and second year public school teachers.
Table 18. Analysis of Variance Regarding the Extent o f Impact of School District Size on
the Retention of First and Second Year Public School Teachers With Formal, Informal,
or No Mentorship Experiences (N=159).

School Size Extent of
Impact o f Retention

N

Mean

0-250

41

3.33

.685

251-500

23

3.25

.505

501-800

13

3.29

.480

Over 800

82

3.51

.624

159

3.41

.619

Total

Standard Deviation

Anal ysis of Variance
Type of
Mentorship

Between Groups

Sum of
Squares

Mean
Square

df

1.760

3

.587

Within Groups

58.682

155

.379

Total

60.442

158
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F

1.550

Sig.

.204

The data in Table 19 displays the results of a one-way analysis of variance that
tested the differences between the means of the four groups based on the size of the
public school district and the impact of selected demographic variables on the retention
of first and second year public school teachers. A comparison showed that the means of
the groups was .069 which was slightly higher than the alpha level of 0.05. Thus, there
was no significant difference among school sizes and the impact of selected demographic
variables on the retention of first and second year public school teachers.
Table 19. Analysis of Variance Regarding the Impact of Selected Demographic Variables
on the Retention of First and Second Year Public School Teachers With Formal,
Informal, or No Mentorship Experiences (N=159).

School Size
Demographic Variables
Impact of Retention

N

Mean

0-250

41

2.71

4 ?*»

251-500

23

2.64

.346

501-800

13

2.96

.376

Over 800

82

2.66

.358

159

2.69

.397

Total

Standard Deviation

Analysis ol' Variance
Type o f
Mentorship

Mean
Square

Sum of
Squares

df

1.114

3

.371

Within Groups

23.816

155

.154

Total

24.929

158

Between Groups

70

F

Sig.

2.416

.069

Table 20 displays the results oi first and second year teachers’ responses to two
retention questions. O f the 159 returned surveys. 15S responded to the first question: I
intend to continue in the teaching profession next year. A total ol'97.5% (155) answered
yes, while 1.9% (3) answered no. One

siiixcn

respondent skipped the question. For the

second question: I intend to teach in the same district next year, 88.1% (140) indicated
that they would return. Those who responded no to the question were 1 1.4% (18). Onerespondent did not answer the question.
Table 20. Response and Percentage Rates With Regard to Teaching and School District
Retention of First and Second Year Teachers in North Dakota (N=159).

Retention
Question

Yes

Percent

No

Percent

Teach next year

155

98.1

3

1.9

Teach in same
School district

140

88.1

18

11/

Teacher Comments
This section contains data relating to the optional comment section for first and
second year teachers in North Dakota where they could express their opinions with
regard to the mentoring experience. The complete unedited texts of the comments arc
found in Appendix D. The teacher quotations used in this section are also verbatim and
were not edited. There were 55 first and second year teachers who responded to this
section out o f 183 who submitted surveys. As a result of content analysis of the
comments, this researcher identified four major themes. The themes that emerged from
this section were identified by use of key words and/or statements that were indicative of
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the themes and were used in the literature regarding mentoring. These themes included
the value of mentoring, mentors as a source of support, beginning teacher stress and
frustration, and the role of administrational support in the mentoring process.
The most frequently mentioned theme in the optional comments section was
related to the value o f mentoring. Over half of the comments addressed the value the
mentoring process had for them as first and second year teachers. One teacher wrote “ 1
just completed my first year of teaching. Without a mentor in my school I would have
been lost.'’ Others wrote “my mentor has been very helpful” and “Having a mentor was
extremely beneficial to my career as a teacher.” Specifically one beginning teacher wrote
“I think it is an awesome program for new teachers...There are so many things that a first
year teachers doesn’t know about education...requisitions, inventory, and day-to-day
problems. This is where mentorship helps.” Another pair of novice teachers summed up
their mentoring experience by typing “Mentoring was key to my having a successful
year.” and “daily mentoring has been a tremendous help to for me.” Finally, a beginning
teacher with no mentorship experience wrote succinctly “I can see the benefits even if I
haven’t been lucky enough to have a mentor."
Numerous comments also addressed a second theme of mentors as a source of
support for beginning teachers by those who were mentored formally or informally
versus not at all. One novice teacher wrote about how “my first year of teaching would
have went much better ifl had been assigned a mentor to help me with the things that pop
up along the way during teaching.” Another wrote “Because of my lack of mentoring &.
support I have decided to seek employment in a different school district that I know will
support teachers...I love to learn & would love an experience teacher to 'put me under
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their wings’ to help me be the best teacher I can be.” Another beginning teacher summed
up the first year o f teaching by writing “ It could have been a lot easier to have a mentor
for encouragement, suggestions, and general support.” Other remarks with regard to
mentors as a source of support were “I could talk to her about anything and she would
have the perfect advice. She also made it easy to take criticism. I enjoyed my
experience.” and “She didn’t mind all the millions of questions I had to ask.” Besides
answering the many questions a novice teacher may have, one respondent commented
that having a mentor also meant having “someone to listen when you just need to vent.”
One teacher summed up the beginning year experience by writing “Mentoring is what
kept me ‘sane’ my first year o f teaching.”
The third theme, beginning teacher stress and frustration, was also addressed. One
teacher wrote “Teachers arc often isolated from their co-workers...” as this particular
new teacher did not “sec other teachers when the students arc gone” and yet “ I was
expected to know what the procedure was for closing out the year.” Another wrote “I
had a wonderful experience with the mentoring program. It made my first year of
teaching less stressful.” Finally another wrote “Mentoring is to olden thought of as a
formality of a new teacher experience rather than a practical and necessary relationship
that can save time and undue stress.”
Finally, administrative support was also identified as a theme in the comments
section. Numerous comments addressed the lack of administr? : vc support. One wrote “I
have had two different principals in my two years of teaching. Neither of them showed
me the moral support or encouragement that would have made my job easier. Asking
how I was doing, if I needed anything, or giving encouraging comments would have
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made my transition so much easier.” Still another wrote “My school district provides
mentors for each new teacher, but docs not follow through with the mentoring program
very well.” while another beginning teacher commented that “There is a lot of lip service
about how important it is to help new teachers but the reality is far different.” A third
teacher echoed the same thought writing “I found it very frustrating that my district
would require me to have a mentor but not work in a timely manner to find me one.” This
particular teacher commented how an entire year passed without ever being assigned a
mentor. Another beginning teacher wrote about being overlooked for a mentorship due to
working the previous school year in the district as a paraprofcssional, stating “they
‘forgot’ about me being a first year teacher. I was sometimes left out of the loop, because
the mentors would tell the teachers about reports that were due. I would often find out
about certain things because I had failed to do them.” One more beginning teacher wrote
“I did not have a mentor due to some disorganization on the administrations behalf.”
Another commented “ I was told there would be a formal mentoring program at my
school, but there is not. This has been difficult for me.” Still another novice teacher
commented that the mentoring “relationship was not structured or stressed as important,
so I didn’t get much out of it...” One simply concluded “My lack of support mainly from
administration is what may make my decision for me as to whether I continue in the
teaching profession at all.”
One beginning teacher did comment positively about administrative support in
mentoring. The teacher wrote how the principal was “very willing to help me and give
me ideas.”
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CHAPTER V
CONCLUSIONS AND RECOMMENDATIONS
The purpose o f this study was to investigate the impact of three types of
mentoring experiences on the retention of first and second year public school teachers in
North Dakota. Another purpose of the study was to investigate whether differences
existed among first and second year public school teachers with regard to demographic
variables that included ethnicity, gender, years o f experience, school district size, and
three different types of mentoring experiences: formal, informal, or no mentorship. The
following research questions were examined:
1. What type of mentorship (formal, informal, no mentorship) most impacts the
retention of first and second year teachers in public schools in North Dakota?
2. How do mentorships impact the retention of first and second year public
school teachers in North Dakota?
3. Do selected demographic variables (ethnicity and gender) impact the success
of particular types of mentorship programs?
4. Do differences exist among the selected demographic variables (ethnicity,
gender, years of experience, school district size, and mentoring experience) on
the impact o f mentorships?
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Conclusions
As a result of the analysis of the survey data, the following conclusions have been
reached:
1. The survey return rate of 31.49% (159) out of 505 that were sent was less than
desired and thus is a limitation to the study. I Iowcvcr the low return rate may have been
due to beginning teachers being overwhelmed by the end o f the year reports, duties, and
activities that did not leave time for participation in the survey (Renard, 2003). Instead
novice teachers were in a survival mode, just trying to make it to the end o f the year
(Schmidt, 2005).
2. The demographic variable o f survey participants' ethnicity came as no surprise
as most residents o f North Dakota are of European ancestry. Over 97% of the
respondents selected White. Since statehood. North Dakota historically has not had any
large minorities (Robinson, 1966).
3. There were three times more females that responded to the survey than males.
This is indicative of the teaching profession in North Dakota as more females enter the
profession, particularly at the elementary level than males. In this researcher’s school
district female educators easily outnumber their male counterparts three to one, there is
an all female staffed school, and this male researcher has been interviewed several times
with regard to being a minority in the workplace.
4. A pleasant surprise was the almost equal number o f first and second year
teachers who responded to the survey. This researcher anticipated that more second year
teachers than first year teachers would respond to the survey. Usually the first year of
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teaching is more hectic and the second year teacher has had a year of experience and has
developed a support system (Early & Kinder, 1994).
5.

The type of mentorships referred to the preferences of first and second year

teachers with regard to perceptions of mentoring, the location of the mentor, support for
mentorships, peer or administrator mentors, and provision for and/or requirement of
mentorships. O f the 13 mentoring statements on the survey that pertained to the first
research question with regard to the type of mentorships, the strongest agreement among
the respondents was the first and second year teachers' preference to have a mentor in
their own district. A total of 143 out of 159 respondents either strongly agreed or agreed
with that statement. In North Dakota, some small school districts have only one building
for the entire school district while others may have many. This is supported by survey
respondents who commented that having a mentor in another district or even a different
school building was a logistical problem. For example, a new speech teacher asked
another veteran teacher in another district to mentor her, only to have her back out “when
I told her the time that would be required for us to get together.” Furthermore, there were
concerns mentioned with a mentor being in a different f .ilding yet in the same district.
One teacher commented that working with “my mentor in another school in the district
sometimes makes it difficult to connect" and went further to recommend that the
mentorship “would be more beneficial having the mentor and mcntcc in the same
building.” Another novice teacher contributed that “1 was assigned a mentor... that was
on the south side of town teaching elementary school, I was on the north side teaching
high school” that created difficulty finding common meetings times due to conflicts in
each teacher’s schedule that led to limited connection , “so we just drifted apart.” This
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was also substantiated by Renard (2003), Smith and Ingcrsoll (2004), and Tiliman (2005)
who stressed the importance of having a mentor in the same building with a similar
schedule in order to better facilitate the mentoring process.
The second highest mean score statement that 139 of 159 respondents either
strongly agreed or agreed with was that a mentorship enhances professional contacts,
whereas only three disagreed and one strongly disagreed. Effective mentoring includes
connecting mcntces to staff that can provide support in order for the novice teacher to
become an actively participating staff member (Coleman, 1997).
The mentoring statement that received the least amount of agreement from the
respondents was the statement with regard to a preference to have a mentor outside of
their school district. Only 6 out of 159 respondents agreed with and none strongly agreed
with the statement. As exemplified by the aforementioned comments, feedback is limited
when a mentor is separated from the mentee by time and distance due to separate
teaching assignments in different buildings or districts. Feedback is a critical factor in
motivational theory (Randall, 2004). Several survey respondents commented that it was
difficult to for them to meet with mentors in other buildings or other districts and either
gave up or lost interest in continuing to try to connect with a mentor.
6.

The impact of mentorships refers to how mentorships support, benefit, and aid

retention of beginning teachers. There were 14 mentoring statements on the survey that
pertained to the second research question with regard to the impact of mentorships on the
retention of first and second year teachers. The strongest agreement among the
respondents was with regard to the mentoring statement stating that a mcntor is a vital
source of support for a teacher. Out of 159 responses 152 cither agreed or strongly agreed
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with the statement. One beginning teacher commented that “Mentoring and support is
crucial to a first year teacher.” Another novice teacher wrote that "1 greatly appreciated
having a mentor... to have someone to ask advice from.” This survey result is supported
by the essential need of novice teachers to be supported psychologically by helping them
deal with stress, develop confidence and become more self-reliant (Gold, 1990).
The mentoring statement that received the least amount of agreement from the
respondents was the statement with regard to a mentor is essential in a decision to remain
in teaching. Respondents who either disagreed or strongly disagreed numbered 113. A
novice teacher commented about being “a very proactive person...” who will “ask advice
when I need it...Therefore having a mentor could be ESSENTIAL for some first year
teachers.” The teacher qualified the remark by adding “Having a mentor would be
beneficial to all first year teachers.” Kram (1985) noted that a misconception about the
mentoring process is that having a mentor is a key component to personal growth and
career advancement. There are many more components such as the quality of the
mentorship, time and frequency of mentor and mentce contacts that add to a successful
mentoring experience simply beyond assigning a mentor to a novice teacher.
7.

The selected demographic variables referred to the ethnicity and gender of the

mentor and mentce pairs. Eight of the mentoring statements on the sun/cy that pertained
to the third research question with regard to selected demographic variables and their
impact on mentorships. First and second year teachers' disagreed the most with the
mentoring statement that ethnic differences between a mentor and protege pose a major
barrier. A total o f 133 respondents cither strongly disagreed or disagreed with that
statement, while only five agreed or strongly agreed. This may be due to a large majority
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of the respondents self selected White, while only 2.5% were of other ethnic origins.
Therefore, a clear majority of the respondents did not experience an ethnically diverse
mentorship. The second rank order response indicated an overall disagreement with the
mentoring statement that gender differences between a mentor and protdge pose a major
barrier. Respondents that numbers 130 either disagreed or strongly disagreed, whereas
only eight agreed and zero strongly agreed with the statement. In essence, ethnic and
gender differences did not matter to the first and second year teachers with regard to their
mentors. It may also be indicative of the fact that the first years of teaching are difficult at
best and any support, advice and help is appreciated. Also, there was a better than 3 to 1
ratio o f female to male respondents and this may have contributed to gender not being a
perceived factor in mentorships. It may also be indicative of the majority o f mentor
mentec pairings being of the same gender. Feist-Price (1994) wrote that cross gender
mentoring works within limitations, infective mentorships recognize and anticipate
potential conflicts and stereotypical behavior. Mentor and mentec matches that avoid
stereotypical and traditional roles of the past put fewer constraints on effective mentoring
(Kram, 1985).
8.

Based on the analysis of the mentorship survey of teachers there was found to

be no significant difference between female and male respondents with regard to the type,
extent o f impact, or selected demographic variables on their mentorships. Demographic
variables included in the study beside gender were ethnicity, years of teaching
experience, type o f mentoring experience, and school size. Ethnicity was not included in
the demographic analysis due to an insufficient number o f non White respondents as
there were only four. The conclusion was made that the mentoring programs in North
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Dakota were not significantly different from each other with regard to gender. This is in
agreement with effective mentoring that recognizes potential problems in the relationship
and there arc “mechanisms in place to help de-emphasi/.c or completely eliminate
adversities specific to cross-gender relationships” (Feist-Price. 1994, pp. 16-17). It also
appears that the cross-gender relationships were effectively managed thus serving the
mentor and mentee well (Kraut, 19S5). However gender issues can result in conflict
(Feist-Price, 1994) but this was not evident in this study.
It was also found that there was no significant difference between the years of
experience o f first and second year teachers with regard to their mentorship experience in
North Dakota. This may be due to the notion that mentoring is only for first year teachers
and the second year respondents reflected back on their first year o f teaching. It may also
be that second year teachers are still in the stage o f survival and discovery
(Fciman-Ncmscr & Rcmillard, 1995).
9.

There were significant differences between the formal, informal, and no

mentorship perceptions o f first and second year teachers with regard to the t ype o f their
experiences. First and second year teachers that had no mentorship experience were less
likely to agree to the type o f the mentorships that impacted the retention of teachers than
first and second year teachers who had an informal mentorship experience. In turn, first
and second year teachers who had a formal mentoring experience were more likely to
agree to the nature of mentorships that impacted retention than did those who had an
informal mentorship experience. In sum, there were significant differences between all
three mentorship groups. The perceptions o f first and second year teachers who had
formal mentorship experiences expressed the most agreement with regard to the nature of
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their experience that impacted retention. The literature supports this conclusion as the
amount of support and instruction impacts new teachers’ perceptions with repaid to
teaching (Gold, 1996; National Commission, 1996; “Keeping New Teachers”, 2007). 'I he
structure o f a formal mentoring program builds in frequency of contact and quality
support that contributes to beginning teacher success (Andrews & Andrews, 1998). One
teacher who did not have a mentor during the first year of teaching commented that "It
could have been a lot easier to have a mentor for encouragement, suggestions and general
support.”
10.

There was found to be a significant difference among the size of the school on

the type o f mentorships that impact the retention of first and second year public school
teachers. Schools whose size was 0-250 students were significantly different from
schools whose size was 800 and over in the type of mentorships that impact the retention
o f first and second year teachers. In other words, first and second year teacher’s
perceptions in the smallest schools category were less in agreement with the nature of
mentorships that impact retention, whereas perceptions o f first and second year teachers
from the largest school category were significantly more in agreement. Logically, larger
school districts are able to bring to bear more resources in support of beginning teachers
and also provide mentor training. Administrators arc probably able concentrate on one
area instead of being "a jack of all trades” from bus driver to noon supervisor in some
small districts. In this researcher’s district, one that has 800 or more students, one
administrator is in charge o f the professional development portfolio for all teachers and
includes a mentoring program for beginning teachers. Professional development
opportunities may also be more accessible due to the close proximity of colleges and
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universities near or in large school districts. Two teachers confirmed (his conclusion by
commenting on the formal mentoring programs in two large school districts in North
Dakota by writing about the “great Mentor Program in place” in one large district and
how another district “has a wonderful mentor program that other districts could learn
from.”
11.

O f the 158 first and second year teachers who responded to the retention

question with regard to continuing in teaching, most or 98.1% replied that they intended
to continue in teaching the next year. This translates into an attrition rate of less than 2%
for first and second year teachers in North Dakota. As far as the retention question with
regard to teaching in the same district the next year. 88.1% responded that they intended
to do so. The research data indicates that attrition rates of novice teachers in North
Dakota public schools are much lower than those that are cited in other studies. In Texas,
for example, the first year teacher attrition rate was 19% (Texas Center for Educational
Research, 1999); whereas, Darling-I Iammond and Sykes (2003) wrote that 30% of
teachers leave within five years.
It is this researcher's opinion that the low attrition rate for first and second year
teachers in North Dakota may be due to the high quality work ethic they possess, a
personal characteristic of persistence, a determination and goal to put into practice their
educational degree, and an intrinsic desire to help others. Robinson (1966) wrote that one
of the historical themes o f North Dakotans was their ability to adapt to the environment,
and they possessed traits of optimism and self reliance. He also noted that the character of
the population of North Dakota was “not the same mixture of diverse elements, foreign
and native, who settled other parts of the nation” (p. 547). Public schools in North Dakota
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also do not have the level of crime and violence that plague other areas of the country,
and there is a positive support for education in general (Robinson, 1966).
12.

First and second year teachers also provided comments identifying four major

themes. These themes included the value of mentoring, mentors as a source of support,
beginning teacher stress and frustration, and the role of administrative support in the
mentoring process. Conclusions based on these comments form a strong basis for
developing and maintaining mentorship programs for beginning teachers. They arc also a
cost effective way to support beginning teachers (Reed ct al., 2006). Numerous
comments indicated the benefits of having a mentor with regard to support in learning
and improving their practice as novice educators. Other comments addressed the need to
just have someone to be there to help the rookie teacher through tough days, the stress
and frustration o f the new job. Finally, administrators were often taken to task for their
lack o f support of the mentoring process. First and second year teachers expressed their
concerns about the need for a systematic and systemic mentoring plan for beginning
teachers that paired them with veteran teachers who had training or experience with
mentoring in the same building, subject taught, grade level, and common planning and
meeting times. In sum, the perceptions by first and second year teachers were that
administrators were in favor of the idea of mentoring. It was that a fair amount just failed
to follow through with the logistics that would support best practices in mentoring. One
teacher summed it up in a single comment: “the principal is key in helping the teacher
learn the ropes.” The literature reinforces that administrative support of new teachers is
important (Breaux & Wong, 2003; Darling-FIammond, 1984; Devane et. al.. 2004;
Johnson & Kardos, 2002; Youngs, 2007).
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Recommendations
The recommendations that are based on this research study are:
1.

Mentoring support for beginning teachers is necessary. It is recommended that

the Education Standard and Practices Board of North Dakota implement a requirement
that school districts hiring novice teachers have in place an approved formal and active
mentoring program before the ESPB will grant an initial licensure. The formal mentoring
program will be prerequisite requirement for the initial two year license that new teachers
apply for from the Education Standards and Practices Board. School districts will need to
submit the name and teaching position of the mentor prior to licensure along with an
outline of the content of their mentoring program. The ESPB will develop scope,
sequence and duration of the mentorship guidelines for districts to pattern their programs
after based on research based findings with regard to best practices in mentoring as
outlined in the literature review. The mentoring component must be satisfactorily
completed by the mentored teacher prior to the granting o f a five year renewal license.
2. The North Dakota State Legislature should appropriate the necessary and
adequate funds to afford the successful implementation of a formal mentoring program
for new teachers. This program will be administered and overseen by the ESPB in
cooperation with the North Dakota Education Association.
3. Aspiring mentors of beginning teachers should receive training in the process
of how to effectively mentor novice teachers. The North Dakota Education Association.
ESPB and state universities should cooperatively provide opportunities statewide for
aspiring mentors to become proficient in the mentoring process.
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4. As school districts develop local mentoring programs, special attention needs to
be focused on clarifying the role of the mentor and mentee as well as budget for and
provide adequate staff development opportunities. These opportunities should include
regularly scheduled release times for the mentor and mentee to meet one on one, to
observe each other’s teaching practices, and to network with other teaching professionals.
It should also allow for induction or orientation time prior to the beginning of the school
year to acclimate the beginning teacher to the community, school and district policies and
procedures.
5. Building level administrators should be actively involved in the mentoring
process, particularly with regard to assigning mentors, providing support, resources and
common planning times for the mentor and mentee to meet and observe each other
teaching. The North Dakota Council of Educational Leaders should take a lead role in
implementing a training component to afford administrators the opportunity to become
informed and proficient in facilitating the mentoring process.
6. Mentors should be the closest match reasonably possible to the new hires
teaching assignment in terms of subject, grade level, and building in order to maximize
contact opportunities and shared planning times. 'I'hc literature review suggests that
effective mentorships contain these components (Ganscr, 1995; Smith & Ingersoll, 2004).
Further Study
The recommendations for further study include:
1.

A further longitudinal study should be conducted with regaid to retention rates

of beginning teachers who began teaching in 2006-07 school year five years from now.
Results from this study indicated that for first and second year teachers in North Dakota,
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the attrition rate was far below the national trend. However, for teachers witli three to five
years of experience there is little data to indicate any attrition rate increases or decreases
for North Dakota. It would be beneficial to study these teachers perceptions as to why
they decided to stay or leave the field of education after five years with regard to their
teaching experience and abilities as well as o f in terms of the cost to recruit and train their
replacements.
2. A further study of the effectiveness of novice teachers who have had formal,
informal, or no mentoring experiences in terms o f demonstrating best teaching practices
should take place. The National Board for Professional Teaching Standards has
developed standards for 23 different teaching areas that outline what accomplished
educators do in their teaching practices. These standards could be used as objective
measures to determine through classroom observations if beginning teachers that are
mentored demonstrate best practices at an earlier stage of their career than their peers that
have not received any mentoring. Beginning teachers that acquire skills and abilities
through guidance from a mentor rather than from trial and error could be less frustrated
and stressed than non mentored colleagues thus leading to a higher rate of retention.
3. A further study is needed of first and second year teachers adding a qualitative
component that may further identify perceptions c f the benefits of the mentoring process
itself. Most of the research with regard to beginning teacher retention has been
quantitative in nature. Exploring specific characteristics of teachers, including more
demographics such as level and subject taught, a study of the school climate and peer
relationships may give further insights as to why new teachers stay or leave the teaching
profession. As a result, educators and administrators may be able to evaluate their
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existing mentoring programs or develop new programs based on what a beginning
teacher values and needs during the process of becoming inducted into the education
profession. In the optional comments section of this study, many insightful gems were
mined that brought insights into why first and second year teachers responded the way
they did in the survey. A more in depth qualitative study could possibly bring deeper and
richer understanding to the mentoring process of beginning teachers.
4. A further study should be conducted o f building principals and central office
administrators with regard to their knowledge and active support of mentorships. The
results will shed light on the concern of one beginning teacher who wrote about how an
administrator gave “lip service” to the mentoring process, but was not supportive with
regard to the logistics o f release time, pairing of mentors with their mcntces, staff
development, and orientation or induction prior to the beginning of the school year. The
results may provide insights into what administrators could do and should do to facilitate
adequate and effective beginning teacher retention.
5. Finally, an additional research study should be conducted with regard to the
amount and quality of training given to mentors in North Dakota. Another purpose of this
study would be to answer the question of how much training is necessary for effective
mentoring o f new teachers to take place. The results may provide valuable baseline data
to guide the development of future mentor training.
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APPENDICES

Appendix A
Mentorship Assessment Profile

1. Teacher Demographic Information
P le a s e r e s p o n d t o e a c h It e m b y c lic k in g o n t h e a p p r o p r i a t e a n s w e r .

1. Ethnicity:
^

1. African American

I

| 2. Aslan/faclflc Islander

|

| 3. Hispanic

j

j 4. Native American

|

| 5. White

2. Gender
|

| 1. female

|

| 2. Male

3. Number of Years of Teacher Experience (including current year)
|

j 1. One

□

T"°

4. School District Size (number of students)
|

| t. 0-250

|

| 2. 251-500

[

[ 3. 501-000

|

| 4. over BOO

5. Please select ONE of the following types of mentorships you have
experienced.
1.
H
|

formal Mentorship: Required by tchool dlstilct, teacher preparation program, or the state.

2. Informal Mentorship: Not mandatory, hut self selected by a mentor or you.

| 3. No Mentorship
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1. Strongly Agree
2. Agree
3. Disagreo

4. Strongly Disagree
5. No Opinion

A mentor is crucial to a novice teacher.
1. Strongly Agrco
2. Agree
3. Dlaagrco
4. Strongly Disagree
5. No Opinion

1. Strongly Agree
2. Agree
3. Disagree
A. Strongly Disagree

3.

No Opinion

A mentor Is essential to the success of a teacher.

□ □ □ □ □

p

A mentor Is a vital source of support for a teacher.

The support of a mentor cases the challenges of teaching.

□ □ □ □ □

p

□ □ □ □ □

p

□ □ □ □ □

•

I

P le a s e r e a d e a c h o f t h e f o llo w in g s t a t e m e n t s a n d d i c k o n th e r e s p o n s e that m ost closely describes your
o f a g r e e m e n t o r d is a g r e e m e n t .

1. Strongly A g r«»
2. A gre e

3. Disagree
A. Strongly Disagree

5. No Opinion

□ □ □ □

s

. I support a mandatory mentorship program for teachers.
1. Strongly Agree
2. Agree
3. Disagree
4. Strongly Disagree

91

J

5. No O pinion

□□□□□

11. Having a mentor Is beneficial to an experienced teacher.
1. Strongly Agree
2. Agree
3. Dliegree
4. Strongly Disagree
5. No Opinion

□□□□□c

□□□□□-

. A mentor Is essential In my decision to remain In teaching.
1. Strongly Agree
2. Agree
3. Disagree
4. Strongly Disagree
5. No Opinion

5 □□□□□s

. A mentor of my same gender enhances a mentoring relationship.
1. Strongly Agree
2. Agree
3. Disagree
4. Strongly Disagree
5. No Opinion

. Mentors are necessary for transitioning into teaching successfully.
1. Strongly Agree
2. Agree
3. Disagree

4. Strongly Disagree
5. No Opinion

1. Stro- > f Agree

□nr

j

. I prefer to have a peer as a mentor.

4. Stron» , un,
5. No Opinion
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1. Strongly Agree
2. Agree
3. Disagree
4. Strongly Disagree
3. No Opinion

. A mentor encourages me to continue In the teaching profession.
1. Strongly Agree
2. Agree
3. Disagree
4. Strongly Disagree

□ □ □ □ □ s

. I prefer to have a supervisor as a mentor.

□ □ □ □ □ S

5. No Opinion

. I t Is beneficial for me to have a mentor of the same gender.

□ □ □ □ □ S

□ □ □ □ □ 3

□ □ □ □ □

16. A mentor of my same ethnicity enhances a mentoring relationship.

. My commitment to teaching Is supported by a mentor.

1. Strongly Agree
2. Agree
3. Disagree
4. Strongly Disagree
5. No Opinion

1. Strongly Agr**
2. Agre«
J . OI«*gree
4. Strongly DlMgnee
5. No Opinion

1. Strongly Agree
2. Agree
3. Disagree
4. Strongly Disagree
5. No Opinion

2 1 . 1 prefer to have a mentor In my own school district.
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□□□ 2 □□□□□g □□□□□g □□□□□a □□□□□» □□□H

2. A ^rr#
3. Dieegree
4. Strongly Disagree
5. No Opinion

. Gender differences do not Impact my relationship with a mentor.
1. Strongly Agree

2. Agree
3. Disagree
4. Strongly Disagree
5. No Opinion

. I support serving as a mentor to another teacher.
1. Strongly Agree
2. Agree
3. Oieogree
4. Strongly Disagree
5. No Opinion

It Is beneficial for me to have a mentor of the same ethnicity.
1. Strongfy Agree
2. Agree

3. Disagree
4. Strongly Disagree
5. No Opinion

I prefer to choose my mentor.
I. Strongly Agree
l. Agree
J. Disagree
4. Strongly Disagree
5. No Opinion

My district supports a teacher mentoring program.
1.

Strongly Agree

I.

Agree

I.

Disagree
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□ □ □ □

2. Agree
3. D isag re e

4. Strongly Disagree
5. No Opinion

a □ □ □ □ □

. Gender differences do not Impact my relationship with a mentor.

s □ □ □ □ □

. I support serving as a mentor to another teacher.

S.

Strongly Agree

2. Agree
3. Disagree
4. Strongly Disagree
5. No Opinion

S.

Strongly Agree

2. Agree
3. Disagree
4.

Strongly Disagree

5. No Opinion

a □ □ □ □ □

It Is beneficial for me to have a mentor of the same ethnicity.
1. Strongly Agree
2. Agree
I.

Disagree

I. Strongly Disagree
>. No Opinion

s □ □ □ □ □

I prefer to choose my mentor.
1. Strongly Agree
!. Agree
I. Disagree
I. Strongly Disagree
>. No Opinion

s □ □ □

My district supports a teacher mentoring program.
. Strongly Agree
!. Agree
i. Disagree
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pa a □□□□□ a □□□□□ £□□□□□ s □□□□□ s □□□□□

4. Stronoly Disagree
5. No Opinion

. X prefer to have a mentor outside my school district.
1. Strongly Agree

2. Agree

3. Disagree

4. Strongly Disagree
5. No Opinion

. Ethnic differences do not Impact my relationship with a mentor.
1. Strongly Agree

2. Agree

3. Disagree

4. Strongly Disagree
5. No Opinion

. Having a mentor aids teacher retention.
1. Strongly Agree

2. Agree
3. Disagree

4. Strongly Disagree
5. No Opinion

Gender differences between a mentor and prot6g6 pose a m ajor barrier.

1. Strongly Agree

2. Agree
3. Disagree
4. Strongly Disagree
5. No Opinion

My school district provides a teacher mentoring program.

1. Strongly Agree
!. Agree
l. D lu g r t e
I. Strongly O lugree
!. No Opinion
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37. A mentorship enhances professional contacts.
• | 1. Strongly Agree
[

| 2. Agree

[

j 3. Disagree

□

4. Strongly Disagree

|

| 5. No Opinion

38. My professional organization provides a teacher mentoring program.
|

| t . Strongly Agree

|

| 2- Agree

[~~~] 3. Disagree
| 4. Strongly Disagree
|

| 5. No Opinion

39. Ethnic differences between a mentor and a prot6g6 pose a major barrier.
[ I . Strongly Agree
| 7 . Agree

|
[

| 3. Olsagree

J
j

4. Strongly Disagree
| 5. No Opinion

40. A mentor Is crucial In my decision to remain In teaching.
|

| 1. Strongly Agree

□
□
□
□

2. Agree
3. Disagree
4. Strongly Disagree
5. No Opinion

97

3. FutBre Directions

■

. ■

•

'

-v .

P le a s e a n s w e r Y E S o r N o t o t h e f o llo w in g q u e s t io n s .

4 1 . 1 Intend to continue In the teaching profession next year.

D tv“
□

JNo

4 2 . 1 Intend to teach In the same district next year.
□

*■Y"

□ *• No

4. Survey Comments (optional)

#

P le a s e e n t e r a n y c o m m e n t s t h a t y o u m a y h a v e r e g a r d in g m e n t o r i n g .

43. Comments:

5. You have now completed ^he Treacher Mentorir
Profile;
•- '
.
..*%■
T h a n k y o u f o r y o u r p a r t ic ip a t io n In t h is s u r v e y .
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Appendix B
Consent Letter

To: First and Second Year Teachers
From: David Bartz.
RE: Mentorship Survey
Date: May 2, 2007
My name is David Bartz, and I am in the process of completing my doctoral degree in Educational
Leadership from the University of North Dakota. I would like to invite you to participate in this study that
will help provide data for my dissertation. It will also provide educational leaders in North Dakota with
information to improve the mentoring process for beginning teachers.
The purpose of this research is to survey beginning teachers about their perceptions of the mentoring
process. The collection and analysis of the survey data will be used identify elements of successful
mentoring programs that retain teachers.
The procedure I plan to us's as follows:
1) Elicit a iistserve of first and second year beginning teachers in public schools in North
Dakota for the North Dakota Department of Public Instruction.
2) Using Surveymonkey.com send via email a purpose letter, instructions, and survey to (irst
and second year public school teachers in North Dakota.
3) Analyze the data to compare how various teachers rated their mentoring experience using
the survey tool called the Mentorship Assessment Profile (MAP).
Your participation in this study is completely voluntary; however, your assistance will be greatly
appreciated in making this a meaningful project. There is no cost to you to participate in this study. Your
responses will be kept confidential, stored at the Bureau of Educational Research at the University of North
Dakota. Any data copied and removed by the researcher will be stored in a locked file cabinet for a
minimum of three years after the dissertation is complete. Only the researcher, advisor, and people who
audit the Institutional Review Board (IRB) procedures will have access to this data. Results of this study
will be used in the dissertation and may be published in a national publication or book.
If you have any questions about the research, please call David Bartz (70! ^ 255-4010 or e-mail
David.Bartz@sendit.nodak.edu or my advisor. Dr. Larry Klundt, at (701) 258-3022. If you have any other
questions or concerns, please call the Research Development and Compliance at (701) 777-4279.
Thank you for assisting in this project and for helping further Mentoring Programs in your school district.
Please complete the survey right now. If this is not possible, please complete it by May 18, 2007.
This survey can be immediately accessed at http://www.survcymonkey.com/s.asp?u=82203465910
The survey should take less than 15 minutes to complete. Again thank you for your participation.
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A p p e n d ix C
P e r m i s s i o n L e tte r

November 14, 2006

Mr. David Bartz, Doctoral Candidate
University o f North Dakota
116 East Owens Avenue
Bismarck, North Dakota 58501
Dear Mr. Bartz:
It is an honor to assist a doctoral candidate, especially given the fact that mentoring is the
topic o f my dissertation. As per your request on November 13,2006 to adapt the
Mentorship Assessment Profile (MAP) that I developed for my dissertation study, you
have my permission to do so. Thank you for offering to share your findings with me. I
look forward to receiving the information.
Earning a doctoral degree is definitely a worthwhile endeavor. Stay focused on the goal
and persevere throughout the process. You will be successful in completing the
program. Good luck to you and please contact me, if you have any questions.
Sincerely,

Irene T. Petrisky, Ph.D.
petrislcv@Jilash.net
(210)658-2189
(210) 382-2454
1117 Twin Lane
Schertz, Texas 78154
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Appendix D
Teacher Comments
The following comments were taken from the mentoring surveys that were
returned by first and second year teachers. The comments are unedited for spelling and
grammar.
1. I did not have a mentor in my first year or second year of teaching. I think it was
extremely difficult to break into a new profession. It could have been a lot easier to have
a mentor for encouragement, suggestions, and general support. At times it was hard to tell
how I was fitting in with the school and staff. Many times, I did not know what the
general practices of my coworkers or my school. I have worked many jobs in my life and
usually it only takes a couple of weeks to fit in and know how things are done in the work
place. I am in my second year of teaching and still don’t know the basics. Teachers are
often isolated from their co-workers. Currently, we are at year end and several times I
was expected to know what the procedure was for closing out the year. When I asked
questions for clarity, I would get answers reflecting how things were done the year before
or how they have always been done and yet, no one seems to consider the fact that I was
NOT here the year before or that I can’t read minds. Tomorrow is the last day of school
and I only found out today some of the things I am expected to do before the end of the
day, like recording grades manually in the office. I assumed our electronic grade book
was all there was, until I saw teachers doing this procedure and asked questions. In
another example, I was give a year end schedule for final exams one to two weeks before
the tests. I had spent the entire quarter assigning my students major projects to finish out
the year. I then had to tell students there would be a test in addition to their project. I
don’t feel that it was fair to the students or tow myself. We had to scramble to prepare a
test and to study for it, while we in the middle of our huge projects. I feel mentors can be
extremely valuable to a newer teacher. In my case, I nearly gave up my first year because
I thought maybe I wasn’t cut out for the job. It was my students who gave me the most
encouraging comments on the job I was doing. In addition to a good mentor, I feel the
principal is key in helping the teacher to learn the ropes. I have had two different
principals in my two years of teaching. Neither of them sowed me the moral support or
encouragement that could have made my job easier. Asking how I was doing, if I needed
anything, or giving encouraging comments would have made my transition so much
easier. Instead, I developed a somewhat fearful feeling of discomfort whenever either of
them passed me in the hall. I did not feel they were there for me as a team member.
Maybe they assume, their staff will learn the ropes from co-workers as in other jobs. If
that is true, they are forgetting we only see co-workers in the hallway between classes. As
a new teacher, the time after school is always busy grading or planning. I do not see other
teachers when students are gone. The most encouragement I received was from other
teachers, I met when I was a speech coach. I met them at the meets and they actually
sought me out and took me under wing. They kept in touch with emails and offered to
share ideas, lessons, or to be a resource for anything, I may need to touch has on in the
profession. Other than this, my only re-enforcement has been my own inner desire to
teach and the close open relationships I have built with all of my students.
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2. A great deal depends on the qualities of the mentor.
3. I had a wonderful experience with the mentoring program. It made my first year of
teaching less stressful. She was very helpful and answered any questions I had. I believe
all first year teacher should have a mentor and any new teacher to a new school district.
4. I just completed my first year of teaching. Without a mentor in my school I would
have been very lost. I appreciated every minute she spent with me. It was helpful to have
someone the same gender, with the same family style and values as myself. My mentor is
a little older than me, but a lot more experienced. We were friends before, but not good
friends like we are now. With the transition to teaching program I was required to have a
mentor and to document our interaction. This forced us to start the relationship. Our
professional interactions will be beneficial in years to come. I think every new teacher
should be required to have a mentor - but let that teacher decide who they would like it to
be (with some guidance/choices.) Thank you for your interest in this program.
5. I found this year that I received more support from another mentor than from the
mentor I was assigned. I believe personalities have a huge factor it the mentor program.
6. I was taught the rules of the school from any helpful teachers, not one specific mentor.
No one person is the best person to seek advice from on EVERYTHING. Rather then
assign a new teacher to one specified mentor all schools should create an environment
that would foster the attitude that all the staff is there to help out the new guys. Please do
not let my participation in this survey turn out to be a waste of time. Thank you.
7. We do not have a mentoring program in my district and so some of the questions were
hard to answer due to the lack of understanding of the mentoring program. I do believe
that my first year of teaching would have went much better if 1 had been assigned a
mentor to help me with the things that pop up along the way during teaching. I was lucky
enough to be helped by another teacher new to my school who has been teaching for 10
years. She helped me a lot, and didn’t know many of the new rules of the school either. If
we had bother been given a mentor, I think both of our first years here would have been
more successful.
8. Mentoring is to often thought of as a formality of a new teacher experience rather than
a practical and necessary relationship that can save time and undue stress.
9. I answered many questions with an “agree” followed by “No Opinion.” My reasoning
for answering in such a manner is that I assume the statement to be true, but the situation
does not apply to me. N/A would have been a more appropriate choice than “No
Opinion.”
10. good program, very informational
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11. Fargo Public Schools has a great Mentor Program in place, but I do not think it
should be mandatory. I used co-teachers and veteran teachers in my building more than I
used my assigned Mentor.
12. I my first year of teaching, my mentor has been very helpful. By no means, has he
been the determining factor in me coming back to teaching, but it has been so beneficial
to have someone you can ask a simple or not so simple question to without having to go
to an administrator.
13. I wish that I had a mentor.
14. Having a mentor was extremely beneficial to my career as a teacher. I was able to
land several sought-after teaching positions at great schools and I credit the mentoring
program for getting me to where I am right now.
15. I feel I had a more in-depth mentor program while teaching in Washington. I learned
techniques to use and also set goals to reach as a first year teacher. My mentor critiqued
me, my lessons, and always gave me helpful input after.
16. A mentor is not only someone who is there to help with questions, but is also
someone to listen when you just need to vent.
17. While it is beneficial to have a mentor assigned by a school at the start of a new job,
I believe that throughout the course of the first year in a position, we each seek out our
own unofficial mentors that have a greater impact on our teaching.
18. Although, I do not have a mentor, I do work well with my other colleagues. I have
questions or need ideas, I don’t hesitate to ask. And, they are always willing to help me
with anything. My principal is also very willing to help me and give me ideas. I work
with a great group of teachers.
19. I participated in the mentorship program my first year of teaching. The state then
ended tire mentorship program, but my mentor told me that she would still be my mentor.
I still go to her for ideas and advice. I think it is an awesome program for new
teachers.. .and maybe for experienced teachers too. There are so many things that a first
year teacher doesn’t know about education.. .requisitions, inventory, and day-to-day
problems. This is where mentorship helps.
20. none
21. I think that the mentorship program is a great thing. However I think that if there is
someone willing to be a mentor that they should be paid for doing so. It is a lot of work
for the mentor in the program and to put more work on someone and not being paid for it
does not seem right. I thought that in your survey you used a lot of questions that were
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the same or did not have an appropriate response for section. You might want to go
through your survey and modify some of it so that you can enhance your data collection.
22. My school district provides mentors for each new teacher, but does not follow
through with the program very well. I did not receive much help from mentor, at all.
23. My mentor this year was very good, but a little overbearing, due to the fact that we
taught in the same building, and we shared students. In addition to that, I have known her
over 10 years and I was a former student. I would have liked to work with a mentor that I
provided a fresh to me.
24. Mentoring is what kept me “same” my first year of teaching. Mentoring also made
me feel adequate at times I did not feel it and it also truly helped me to build ever lasting
relationships that are trusting and “safe”. It is not the reason I continue teaching, but it did
aid me in feeling I have chosen the right career!
25. All of the questions on this survey were basically the same. It was very annoying.
26. I thought it was very beneficial for me as a 1st and 2nd year teacher.
27. This is my second year of teaching. Mandan had a formal mentor program last year,
but they do not have one this year. From what I can see on the local News, Bismarck has
a wonderful mentor program that other districts could learn from.
28. I can see the benefits even if I haven’t been lucky enough to have a mentor.
29. I teach in a very small school with approximately 46 students that I work with. When
I came to this school, one of the teachers offered to help in any way she could and if 1 had
any questions to ask her. I believe that that helped me relax a little as a first year teacher
and just knowing that I had someone to go to with questions also helped.
30. Mentoring is beneficial, especially for the beginning teacher, because it provides
feedback not normally given otherwise. As a music teacher, most of my feedback comes
from students responses to instruction or from members of my community, upon seeing
our performances. It is helpful to have the encouragement of another adult in the
profession, who can tell me whether or not I’m on the right track with my teaching
strategies and classroom management.
31. My experience with a mentor wasn’t good; however, I do not feel that it was a result
of the mentoring program as a whole. My mentor did not follow the guidelines and was
not helpful to me. I teach special ed. She teaches elementary and she did not understand
my program, and didn’t try to learn more about it in order to be more helpful. I think that
the idea of the mentoring program is great and can be very helpful to new teachers. If I
had a different person as a mentor, I feel my experience with the program would have
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been much more positive. I ranked my answers in response to my feelings about the
mentoring program - not. in response to my personal experience with my mentor.
32. Mentoring is a valuable tool for not only new teachers but also teachers reentering
the profession. I do not think a mentor should be forced on a person.
33. My mentor the first year that I taught was good but not in my department. I had a
very difficult time but was able to collaborate with a couple of co-workers that
volunteered to help me. My second year is a nightmare! There is no mentoring, even
though many people told me that is what I could expect. Our district needs some major
changes in the mentoring department to be effective. There is a lot of lip service about
how important it is to help new teachers but the reality is far different.
34. Because of my lack of mentoring & support I have decided to seek employment in a
different school district that 1 know will support teachers. That is very important to the
success of a teacher. I love to learn & would love an experience teacher to “put me under
their wings” to help me be the best teacher I can be.
35. I started working in my district as a paraprofessional while I was finishing my
degree. The next year, I became a first year teacher. All the other first year teachers were
matched with a mentor. I was not. I had been in the district before, so they “forgot” about
me being a first year teacher. I was sometimes left out of the loop, because the mentors
would tell the teachers about reports that were due. I would often find out about certain
things because I had failed to do them. I have succeeded on my own, so I mentor is not
essential, but it would be beneficial to a first year teacher. It would reduce some of the
stress that first year teacher’s experience. I am a very proactive person and have taken it
upon my self to ask questions when I need clarification. I ask for advice when I need it,
but this attribute is not naturally part of most people’s personality. Therefore having a
mentor could be ESSENTIAL for some first year teachers. Having a mentor would be
beneficial to all first year teachers’ regardless if that person ability to be proactive.
36. My district initially wanted me to be involved in a mentoring program because I was
teaching speech for the first time. However, they did nothing to find me a mentor. Two
months into the school year, I finally asked a speech teacher in the neighboring school
district if she would do it. She agreed and I have her name to my superintendent. One
month later, when I told her the time that would be required for us to get together, she
backed out. At this point, I only had two month left of the semester that I was teaching
speech. When I told my superintendent, he said there wasn’t another speech teacher for
200 miles. At that point, I told him that I didn’t see the need for a mentor anymore, since
I had already taught most of the course. He agreed and that was the end of my mentoring
program. I found it very frustrating that my district would require me to have a mentor
but not work in a timely manner to find me one.
37. I don’t believe mentoring programs should be mandatory. They are beneficial,
however they are also time consuming during a very busy first year of teaching.
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38. Having my mentor in another school in the district sometimes makes it difficult to
connect. If my mentor were in the same building, it would be easier to connect with
him/her to gain advice and ask questions. Often times, since my mentor is at another
building, I find myself asking my questions to other teachers in the building. Then, I go
to my mentor with other questions that can wait awhile and are more in depth. In
addition, having the mentor in another building, he is unfamiliar with our buildings
policies, routines, and building specific procedures. Therefore, for these questions, I also
need to go to another teacher in the building. I believe the mentoring program would be
more beneficial having the mentor and mentee in the same building when possible. Our
district also has about 4 mentor meetings throughout the year set up where they have a
variety of presentations. As a special educator, I found that many of these presentations
did not apply to me. In addition, I feel it would be more of a benefit to give us half a day
during one of these meetings to spend with our mentor to ask our questions, etc. It is
difficult to plan meeting times outside of school with all the meetings taking place in
each of our lives. Overall, I believe the mentoring program is a good idea. It was helpful
on many occasions but not a deciding factor in continuing in education. I would continue
in education whether I had a mentor or not.
39. While mentor programs are great, especially since my district allows them to start in
the summer before school starts, the monthly required meetings got to be a lot and
overwhelming for a new teacher. I had so many other weekly meetings, conferences, and
classroom work to take care of, that another 2 hour long meeting once a month,
sometimes to discuss things we already knew about, was overwhelming. But the contact I
had with my mentor at the beginning of the school year and the summer was very helpful
in being able to set up my room and coursework, however, after October, I didn’t have
much contact with my mentor because they were in a different building, and while they
had been with the district for a while, this was the first time they were teaching the course
they had this year, so it was almost like a first year for them as well, so I didn’t hear from
them very often once the school year had started.
40. I would have appreciated a teacher mentor. I do not have one, and have struggled
with several issues, some may have been less difficult if I had had a mentor with whom to
ask advice. However, this lack will not adversely affect my decision to stay in teaching.
41. When I started teaching in my school district I picked two teachers that I thought
would be good mentors and I went to them with any questions or problems I had. I don’t
think that a mentor should be assigned and that even though I benefited from them not
everyone would benefit from having a mentor.
42. I did go through a formal mentoring program in my first year of teaching, but I chose
to answer based on the peer mentor I have. This type of daily mentoring has been a
tremendous help to for me.
43. I’m probably hot the best person to ask these questions. I was hired a week before
school started, so I missed all the summer activities that the mentors and mentees did
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together. I was assigned a mentor a month into school that was on the south side of town
teaching elementary school, I was on the north side teaching high school. The meetings
were set up for Wednesday’s an hour after school gets out. They overlapped my church
activities, and ran past her daycare’s closing time. We both quit coming to the meetings
almost immediately, we didn’t know each other as well as the other pairs due to missing
the summer stuff, so we just drifted apart. I still had a great year, but it was because I am
an older than average (37) first year teacher. I have no problem dealing with teens, since I
live with them. I have no problem finding answers to my questions, because I’m not shy
and overwhelmed like a lot of young teachers. I think for MOST teachers, a mentor in the
building that they can trust is a benefit, but I don’t consider a mentor a life or death kind
of thing for all teachers.
44. You have a lot of questions that are repetitive and unnecessary to answer more than
once.
45. I would have liked our district offer a stronger mentoring program. I was informally
assigned a mentor, and that person was helpful. But the relationship v/as not structured or
stressed as important, so I didn’t get much more out of it than I did with relationships
with other teachers in my school. If there is a demographic that would help build a
stronger relationship with a mentor, it would be marital status. I’m single, and all the
teachers here are married or much older than I am. Having a friend that is near my age
and single would have helped a lot. Married people just have different concerns and
priorities than single people.
46. I feel the mentoring program is a great tool for new teachers and should be used by
all school districts.
47. Mentoring and support is crucial to a first year teacher. I have received very little
support as a first year teacher. I have other teachers around me who are wonderful, but I
feel that a mentoring program with materials that need to be covered should be
implemented into every school district. That way, we are sure we are giving first year
teachers the information and support that they need. My lack of support mainly from
administration is what may make my decision for me as to whether I continue in the
teaching profession at all.
48. I greatly appreciated having a mentor. When I was interviewed for my teaching
position I asked if a mentor would be available to me. I was introduced to a veteran
teacher who was part of a mentoring program during the second week of teaching. It
helped to have someone to ask advice from and to give me advice or suggestions to help
me during my first year as a teacher. I was glad that my mentor was a fellow teacher
because I did not feel pressured by her.
49. I did not have a mentor due to some disorganization on the administrations behalf. I
did not feel as though I needed a mentor and when I had questions or ran into problems, I
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went to the people I knew had the answers, I think overall, mentoring is a good idea and
should be continued for those who would like to be involved.
50. You have many repeated questions....fairly annoying.
51. I graduated from college ten years ago and two years ago got my first teaching job in
a school district. I was veiy nervous being out of college so long and all the ideas not
sharp in my memory, so by having the other Title I teachers that I had was a huge help. I
am now almost finished with my second year of teaching and I feel so confident, mainly
because of the wonderful Title 1 coordinator that I work with. She didn’t mind all the
millions of questions I had to ask. 1 am very excited about teaching Title I math again
next year.
52. I was told there would be a formal mentoring program at my school, but there is not.
This has been difficult for me. I feel it would have been very helpful
53. I first taught in Vancouver, Wasliii ton, which had a wonderful mentorship
program. I was paired with a mentor teauier, for whom mentorship was her full-time job.
She had 15 or so other first year teachers under her and we met in small groups
occasionally. However, I left Vancouver after a year, so I guess it did not aid in my
retention. I have been teaching in GF now for 2 years and I love it despite the lack of
official mentoring. However, GF is may hometown, which made everything easier.
54. A mentor teacher is an important thing for a first year teacher. Especially having a
veteran teacher
55. Mentoring was key to my having a successful year. A big part of that was because of
how helpful my mentor was. 1 could talk to her about anything and she would have the
perfect advice. She also made it easy to take criticism. I enjoyed my experience.
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